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DEDICATED TO THE CONTINUING PRESENCE OF
J. ROBY KIDD

Dr. Kidd was the first chairman of the department of adult education
at The Ontario Institute for Studies in Education (OISE) University
of Toronto, and the founder of the International Council for Adult
Education.

Nationally and internationally, even before his death in 1982, Dr.
Kidd's devotion to adult education impressed and continues to
impress those who knew hirn, heard him, orread his works. Ws in this
wa y that J. Roby Kidd is a continuing presence in adult education.

Ii
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Introducing a book is very much like introducing a person. It is important to state
the name correctly and it is also helpful to explain just a tantalizing bit about it.
At least that is what we usually do to provide an introduction that will slip
effortlessly into dialogue, and perhaps a new friendship.

This is a book for students of adult education, for part-time teachers of adults,
and for professionals in many fields who may not yet recognize that one of the
most important daily tasks is that of teaching an adult. This is also a book for the
adult educator whose years of practice may have encrusted and buried the pithy
discussions of philosophies, of differing modes and methodologies of teaching,
of techniques of handling groups of adults, and of principles into a well-worn
daily pattern of taken-for-granted teaching. Novice or well-practiced, here is a
book that will entice, stimulate, provoke, enlighten. And yes, excite.

Culture Concepts is very proud that this was the book that two academic
presses said would never sell. Now, to celebrate this well-travelled, well-used
textbook, we are presenting this enlarged and updated second edition of what has
now become a classic for many students and teachers alike. We consider classics
to be ... "books that won't stay on the shelf."

In the first printings of this book, I was so excited about the results of my own
doctoral research, that I patterned this whole introduction following the five
steps of the Learning Process that emerged from that research: Being Aware,
Observing, Participating, Rote Internalizing, Confronting and Reflective Inter-
nalizing. This time, I am content to have shared that excitement with you in
joining Carmen Connolly to put it all in a chapter!

The Beginnings of This Book
Years ago when James Draper delivered the keynote address to the Colleges 7' 9
conference in Saskatchewan, the title of his address was, "The Craft of Adult
Education." At that time he noted that this craft was based on certain assump-
tions:

- that adults can and do learn
- that adults can and do take responsibility for all aspects of learning (plan-
ning, participating, and evaluating)
- that we are all teachers and learners.

He noted too, that `craft' can be thought of along two basic dimensions: the
production craftsperson concerned with replication and a uniform end-product,
and the artisan craftsperson who is continually refining and perfecting his or her
process through ,confronting difficulties,experimenting and innovating.

i. Draper, J.A. "The Craft of Adult Education" in Proceedings of Saskatchewan Commu-
nity Colleges, Thc Practice of the Craft of Adult Education, Saskatchewan, April 19-21,1979.



12 The Craft of Teaching Adults

Returning to his department of adult education at the Ontario Institute for
Studies :n Education (OISE), James pursued this notion of the artisan craft of
teaching adults and recognized its presence in the contagious enthusiasm and
expenditure of time and effort by students and colleagues alike. That was when
he nudged the faculty members and some graduate students to share the
reflections on many years of experience and to produce this book.

Immediately, several questions beg attention:
i. How does teaching as a craft differ from just teaching?
2. How does teaching become a craft?
3. What characteristics distinguish the practitioner of a craft?
In that Saskatchewan address, James had also noted that what determines

craft is not the acquisition of highly specialized skills and/or knowledge, but the
genuine faith in its worth.
And if we question the source of that faith, we may find it in Alan Thomas' words:

...the impact that a single teacher in a single course or class can have on any
individual learner ....

For any teacher, the first tangible response from a student indicating clearly
how much and to what degree you have influenced their thinking, their behav-
iour or their life direction is unforgettable. I am sure that is what Thomas is
speaking about. In a very real sense, it is the recognition that you as a teacher, have
made a difference to someone. Just one single someone is all it takes. That is
impact.

How Does Teaching As a Craft Differ from Just Teaching?
In many ways, it is difficult to be just an average teacher when teaching adults.
Unless courses are taken for credit or specific updating programs, adults vote
their opinion ofteachers with their feet and their voice. Adult students are usually
here because they want or need to be and usually the intensity and eagerness they
bring to the class, the life experiences and the searching questions, their often
heroic efforts to overcome responsibilities, tiredness and countless other com-
mitments to be in a course; the family and financial difficulties they often have
to hurdle, cannot help but incite a level of intensity and commitment from the
teacher that may not be provoked in teachers of children. There is rarely a passive
complacency in teaching adults.

Teaching as a craft begins with this kind of intensive tug from the adult
students. Their eagerness, their experiences, cannot be ignored. In fact, they are
infectious. Teaching classes after a full day of other work, I often felt that "This
evening will be a drag ..." but inevitably I became infected with their excitement
to learn and found renewed energy from my adult students. I believe we
enthusiastically infected each other, for classes often carried on past the final
hour.

On the other hand, teachers of Basic Skills, English as a Second Language
(ESL) and sometimes parenting groups, find that some adults bring to the course

1 0



Introduction 13

together with their eagerness to learn, a self-defeating anxiety about "making it."
Not every adult enters studies with confidence and with the support of family and
co-workers or friends. And sometimes too, the overwhelming weight of personal
problems closes the adult to learning. These are the times and the situations when
time must be taken either to share concerns and experiences, or to permit that
adult to be quiet, to observe, rather than participate.

Teaching as a craft encompasses and embodies a holistic view (philosophy)
and a holistic mode of teaching. Emotions, feelings, knowledge, skills, physical
and mental states of being all c..,mbine in each adult, and all must be accounted
for in the planning, the teaching/learning and in a collaborative attitude that
permeates teacher and student from day one to the final assessment of how things
went.

How Does Teaching Become Craft?
Teaching becomes a craft only with a continuous conscious awareness of the
method and the content and the process of teaching and learning. It becomes a
craft only when the teacher retains a vigilance for his or her own learning as a
teacher, as a facilitator, as a counsellor, as a guide, and as a nurturer of the learning
of self and of others.

This implies that the craft of teaching teaching adults or children is never
fully perfected, never fully completed. Like the individuals in the class, it is always
diverse, complex, and forever shifting and changing in attitudes, needs and
emotions. What works one time may bomb the oext. Especially when teaching
adults, the teacher needs to be flexible, open to ditfzring ways and differing ideas,
and teach with an attitude and a firm belief in the meaning of partnership and
collaboration in learning. Some of my own most exciting classes and workshops
developed unexpectedly when students added insights and experiences and
discussions flared far from any original outline. These were the times we will all
remember. Unplanned, disorganized, unpredictable but thoroughly exciting.

What Characteristics Distinguish the Practitioner of a Craft?
James Draper hoped that as these pages became a reality, dreams turning into a
book, the written reflections of these experienced practitioners of the craft of
teaching adults would clearly display the devotion, the scholarly expertise, and
their own special personal pleasures in teaching adults. They do. In the ensuing
pages you will be continually fascinated by the interplay of theory and practice,
of reflection and research. A genuine interest and respect for their adult learners,
have marked each contributor as a craftsperson.

But as you read and share their insights, you will be aware of something else.
Underlying all their experience and their knowledge and skills exists an
unquenchable curiosity, their inner driving need and desire to learn more. This
is a delicious heady feeling, it drives you, it keeps you up nights, it writes notes
in the middle of the night, and it ignites your energy when you think there isn't
any left. Curiosity to learn.

11



14 The Craft of Teaching Adults

About this Enlarged Edition
We asked the previous authors of chapters to update and enhance if they wished
to do so. Surprisingly or maybe not a surprise at all many felt that they had
exposed the core of their topic and wanted to leave it that way. More current
research could always be seen and compared with the essence they had rendered.
Other authors made minor changes.

Perhaps this alone attests to the classic quality of this book.
To enhance our previous publication, we invited several new scholars and

adult education practitioners to contribute the nuggets of their own expertise,
and we asked them to write in their own way, but to be aware of the wide audience
this book has enjoyed. We know that when you browse and study the ne
chapters you will be as pleased as we have been in reading and learning from
them.

In arranging the order of the chapters, we have intei spersed some of the old
with some of the new to provide a range of topics. These flow from the
foundational understandings offered to us with definitions, history and philoso-
phy, differing theories and aspects of adult learning to considerations of what is
involved in distance education, in comparison studies and even a look into the
future.

And a Final Word
You may recall that I began this introduction to our Craft of Teaching Adults by
cquating an introduction to a book with an introduction to a person. My intent
was indicate that being introduced to a person or to a book was in so many ways
similar, especially in being able to dialogue together, in always 'being there' as a
resource.But, you might be thinking, dialogue with a book?

Think of those times that you have been in the presence of someone so
fascinating, so erudite and so challenging, that your total being was held
immobile in absorbed listening. Taking leave of such a presence is done always
with a mix of exhilaration and reluctance. Exhilaration because now your mind
is racing in many new and exciting directions forming inferences, images and
possibilities all stimulated by that single contact. You know the reflections will
bounce excitedly for a long time. Reluctance because of course it would be
pleasant to listen and to share much longer. The person, like a book, has stirred
an ongoing dialogue of id s and notions that won't rest until you have taken
hold of them and settled them firmly into your own world, your own personally
meaningful world of relevance. And after all, that is the only real goal of any
learning, isn't it? Enjoy this book like an old dear friend.

Thelma Barer-Stein
Toronto, 1993
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Introducing the Contributors

James originally envisioned this book .2s a collaboration of all the faculty
members of the department of adult education at the Ontario Institute for
Studies in Education which is the graduate Faculty of Education of the University
of Toronto. Not all were able to commit themselves. Together with some recent
OISE graduates, we have invited distinguished adult educators to share their
expertise with us in this enlarged and updated second edition of The Craft of
Teaching Adults, and take pleasure in introducing them to you.

Thelma Barer-Stein
Born in Vancouver, B.C. and presently living in Ontario, Thelma holds an
undergraduate degree (University of British Columbia.) and internship as a
dietitian, an M.Ed. (University of Western Ontario) in educational administra-
tion and a Ph.D in adult education (OISE) but these do not really speak of
Thelma's lifelong interest in understanding cultural differences. It is the thread
that links her seemingly disparate research, writing and teaching in cultural food
differences (her book, You Eat What You Are: A Study of Ethnic Food Traditions
is widely used as a classic text), in the human experience of learning ("Learninq,
as a Process of Experiencing the Unfamiliar") and in phenomenology as a serious
approach to research in human experience.

As an independent scholar and consultant, her work has taken her to many
universities in Canada, as well as to Australia, Thailand, India and most recently
(1987) on a tour of universities ir England, Scotland and Wales sponsored by The
British Council. She helped to I .-lop and co-taught the OISE adult education
department's course, Adult Eeki, .: i in Cross-Cultural Contexts and she is also
the founder and president of Culture Concepts Inc.

Donald H. Brundage
Don was born and raised in Alberta. After receiving his BA from the University
of Alberta he began a career with the Calgary YMCA and continued his academic
studies at George Williams College receiving his Masters in Social Work in 1952.
Eleven years of work with the YMCA in Calgary and Toronto was followed by six
years in New York City where he received his Ed.D. at Teacher's College,
Columbia University while working at International House. He has been asso-
ciated for the past 20 years with the department of adult education, OISE in
Toronto, before his recent re tirement.. His collaborative work with Dr. Dorothy
MacKeracher, Adult Learning Principles and Their Application to Programme
Planning is well known in Canada and abroad.

Dr. Ross Keane and Dr. Ruth MacKnenson, his co-authors, are graduates of the
department of adult education, OISE.
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Elizabeth J. Burge
Elizabeth is the Distance Learning Coordinator of the Ontario Institute for
Studies inEducation (OISE), the Graduate School of Education of the University
of Toronto. The Distance Learning Office of OISE has been established to
integrate distance education field development and research, relating especially
to audio and computer mediated communication.

She is a learning designer with experience in audio conferenced classrooms,
has published and taught in the areas of adult and distance learning design, and
has run workshops in various countries. She has been active in the Canadian
Association for Distance Education and the International Council for Distance
Education, and has served on the editorial boards of the Journal of Distance
Education and The American Journal of Distance Education.

She graduated B.A. (University of Adelaide) and (post graduate) Diploma in
Educational Technology (University of South Australia) before coming to
Canada in 1980 for the (intended) short stay to complete an M.Ed. at OISE. She
completed her Ph.D. at OISE with a thesis focusing on students' descriptions of
the learning in a computer-conferenced environment.

Carmen R. Connolly
Carmen is Acting Chief of the Nutrition Programs Unit in the Health Promotion
Directorate, Health and Welfare Canada. She has been with the Directorate since
July, 1989. Carmen's responsibilities include program management for the
implementation of Canada's Guidelines for Healthy Eating and the new Canada's
Food Guide to Healthy Eating.

She obtained a Post Graduate Diploma in Public Health Nutrition from the
University of Toronto and an M.A. in Adult Education from the Ontario
Institute for Studies in Education (OISE). Throughout her career she has been
actively involved in professional activities and has chaired several committees for
The Canadian Dietetic Association. Carmen is currently co-chair of the Nutri-
tion Expert Advisory Group of the Canadian Cancer Society.

Lynn E. Davie
Lynn, an adult educator for more than twenty-five years, is currently a professor
in the department of adult education at The Ontario Institute for Studies in
Education. His writing and research has focused on distance education by
computer mediated communication, participation rates in adult education, and
program evaluation.

His current research interests include tracking the changing demographic
patterns of adults who participate in adult education or training. He is a member
of "he research team that conducts the OISE Survey of Public Attitudes Toward
Education in Ontario every two years, including a series of questions on adult
education for the past ten years.

1
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Also, he continues his research interests in the design of distance education
programs which utilize computer networks for their distribution. Research
interests include the development of cooperative learning strategies, the cogni-
tive processing of information received through text based computer networks,
and the effectiveness of different program structures.

James A. Draper
lames has been a faculty member of the department of adult education, OISE,
since 1967. Graduate courses which he has taught include: Introduction to the
Field of Adult Education, Community Education and Development, Adult Basic
Education, Adult Education in Cross-Cultural Contexts, Comparative St adies in
Adult Education, and the Social History of Adult Education.

Much of his field work and writing has been on adult education in India.
During the past few years, his research has focused on the part-time instructors
of adults who are employed by school boards and colleges in Ontario. Currently,
he is doing a study of graduates from faculties of education to see how many of
these graduates eventually teach adults. He is on the review board of The McGill
Journal of Education and has contributed four articles to the New Canadian
Encyclopedia. Since 1987 he has served on the governing Council of the Common-
wealth Association for the Education and Training of Adults (CAETA).

Virginia R. Griffin
Ginny has been a member of the adult education faculty at OISE since 1968.
During that time she has taught program planning and courses on processes of
learning, facilitating adult learning and holistic worldview in adult learning and
education.

Her research interests focus on the processes of learning, especially those that
enable us to be most fully human. A special enjoyment in her work is supervising
thesis students, and learning with them the complexities and beauty of adults'
learning especially when they find more possibilities within themselves than they
knew were present.

A recent book, edited with David Boud, Appreciating Adults Learning: From
the Learners' Perspective exhibits her learning with thesis students and the
perspective she takes in her teaching and her research.

Reg Herman
Reg entered adult education in 1967 as a Project Director for research and
development at OISE. From 1968 to 1972, he was Managing and Features Editor
of Convergence, the international journal edited by 3. Roby Kidd. Aside from the
projects listed in the References (the film, Innovations for Learning: Case Studies
of Training in Industry; The Design of Self-Directed Learning), Reg feels that the
research that most influenced the creative decision-making model were: a study
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for UNESCO of the national disaster ofcommunity access to cable TV in Canada,
The Heritage of Adult Education, two video programs with Roby Kidd produced
by the University of Guelph ; A Social Services Model ofAdult Basic Education; and
LOGS: a Language of Group Skills.

Reg has left OISE to devote full time to consulting, research and writing on
group problem-solving and decision-making skills.

J. Roby Kidd
Probably best known for his widely-translated book, How Adults Learn, Roby
was the first chairman of the department of adult education (1966) at OISE;

chaired or directed many international organizations such as the Second World
Conference on Adult Education (Montreal 196o), UNESCO Internal ional Com-
mittee for the Advancement of Adult Education (1961-66), International Coop-
eration Year, Canada (1964-65), the adult education division of World Confed-
eration Organization of the Teaching Profession, and the Canadian Association
for Adult Education (1951-61).

Internationally, he is probably best remembered as founder and first secre-
tary-general of the International Council for Adult Education. Roby wrote his
chapter for this book out of a depth of practical experience, for it is he who
established the first Comparative Studies Program in Canada which attracted
international fellows and students for graduate study. His death in the spring of
1982 characteristically found him in the midst of many national and international
writings, travels and activities in his beloved field of adult education.

Alan M. Thomas
Alan was born in Toronto, studied for his B.A. (English and philosophy) at the
University of Toronto, his M.A. (History of Education) and Ph.D. (Social
Psychology), both at Teacher's College, Columbia University. His teaching
includes experience at the University of British Columbia (1955-60) in the Faculty
of Education, and at The Ontario Institute for Studies in Education, University
of Toronto since 1971.

From 1960-I969 he was the executive director, Canadian Association for
Adult Education, and served as executive assistant for the Minister of Commu-
nications, Government of Canada from 1970-71. His major research interests
centre around large scale programs in adult education; Learning in Organiza-
tions; Labour Canada's Labour Education Program and a Review of the Educa-
tional Programs in the Canadian Corrections System; as well as writings in policy
formation for adult education and learning and the law.

Currently he is working on a project concerning the use of "prior learning" for
determining admission or advanced standing in Canadian education as well as
a study of the impact of older-full-time students in Ontario secondary schools.
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Allen Tough
For many years, Allen studied the adult's intentional efforts to learn and change.
The Adult's Learning Project and Intentional Changes discussed his ideas and the
implications for teachers. More recent:), he has been writing about our respon-
sibilities to future generations. His most recent book is Crucial Questions About
the Future (University Press of America). He is a professor in the department of
adult education at the Ontario Institute for Studies in Education at the University
of Toronto. He teaches graduate courses on future studies, global issues, and
intentional changes.

Dorothy MacKeracher
Dorothy professes, teaches, advises, inquires and writes about adult education at
the University of New Brunswick (Fredericton), with some degrees of profi-
ciency in the areas of women's (and men's) learning, development and aging,
instructional methods and design, and research. Her expertise is attested to
partly by her doctoral degree from the Ontario Institute for Studies in Education,
but mostly by her lifelong experiences as a learner.

Michael R. Welton
Michael R. Welton is an associate professor of adult and continuing education
at Dalhousie University, Halifax, Nova Scotia. He loves trying to retrieve pearls
from the past, and has been working for a few years with the thoughts of urgen
Habermas. He likes the mix and interplay of story-telling and social theory. He
is very interested, too, in dialogue. How can we listen to one another? He also
thinks that history is really just a conversation with the past.

7
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USING THIS BOOK

This is not another basic how-to-book. In offering a distillation of long-practiced
skills and deeply reflected wisdom in teaching adults, the contributors have
displayed a smorgasbord of possibilities. It is for the reader to browse, select, and
.hopefully make use of these in distinct and personally relevant ways.

You may be just contemplating a shift into full-time or part-time teaching
of adults or perhaps you have been engaged in teaching or planning adult
learning for some time. This book is intended for ail who feel a need and a desire
to learn more and to become even more effective in what they already do.

But we don't always have the time we would like to have, to do the things we
would like to do. Settling down with this book and reading it from cover to cover
would be like listening attentively in a good conversation. Failing that, one could
skip through and read only the Practitioner's Summary at the start of each
chapter; this is rather like eating a meal of appetizers. Intrigued with a particular
author or topic, we invite you to flip the pages quickly and read the Marked
Sections; this would be like eating the whole meal, but only little bites.

Focusing in on a particular aspect of adult teaching, you will find the author's
own References and Suggested Reading, as well as the Bibliography helpful in
extending your own learning.

You will see that not all the author's agree, either in theories or in practice
methodologies, in terminologies or in definitions. Some even refer to the same
sources but arrive at differing conclusions. Just like in the everyday world! These
differing styles, preferences and views form valuable entries for discussions and
for further research and refinement of practice.

Just more reasons why we believe this book engages and provokes reflection,
discussion and action and just "... won't stay on the shelf."

Thelma Barer-Stein
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Chapter 1

The New World
of Continuing

Education
Alan M. Thomas

Practitioner's Summary

This chapter is an attempt to help the part-time instructor of adults feelmore at
home in the wider context of the field of adult education. The author attempts a

difficulttask: to clarify commonly-used terms within the field despite the differing
contexts in which they might be used and the diverse lives and interests to whom
they may be directed. Such a young field presents few agreements or traditions,
but Thomas offers several definitions as a foundation for understanding and
discussion of: Education Permanente, Lifelong Learning, Continuing Education
and The Learning Society.

Other current confusions centre around concepts of the learner as student or
pupil and the teacher of adults as leader, resource person, facilitator or expert.

Canadian history, past and recent confirms the importance and diversity of
adult learning: to learn or teach a language, to propagate religious faith, to
proliferate secular organizations and volunteer groups, citizenship education,
martial training and later to educate employees in industry workplaces. When
one considers all of these as forms of adult education and multiplies them bythe
countless industries, hospitals, government departments, etc. then we can
agree with Thomas that "it is not surprising thatno one knows...the exact amount
of adult education in Canada."

But this same diversity and its unbridled growth has also exacerbated
relationships among all forms of adult education and the varying levels of
government. This presupposes an alertness on the part of all adult educators to
be able to deal separately and in conjunction with educational policies as they
change through varying influences, and the needs of the learners change as
well.

Canada's present period indicates "steady and explosive growth of adult
education" by whatever definition even though such growth often defies
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detection or definition. Nearly half the upper-income adults in Ontario are or have
been involved in part-time learning. What is of concern here and in other
societies, is the lack of participation in educational opportunities by the "lower
half of the population".

An impressive growth area lies in "labour education" and it is here that
monies are increasingly directed by the Federal Government But what is most
important to note is that such education is voluntary from both sides.

Presentations of such educational opportunities and the increasing diversity
of the burgeoning needs of adults leads us to concerns of process and content,
and how best to achieve the evaluation of these for all concerned.

Adults have become a focus of interest for research and studies dealing with
the adult life stages and how these may relate to adult learning. Two major
writings include Kidd's How Adults Learn and the UNESCO Learning To Be,
Report of the Faure Commission which stresses (among other points) that it has
been wrong to invest exclusively in education for the young and that further
research into learning itself as a distinct discipline called Mathetics may be of
benefit for all societies.

Many studies indicate the decreasing importance of chronological age and
the increasing importance of experience, circumstance and context as far as the
giving and receiving of learning.Th;sis important, because all such understandings
call for differing educational planning that is sensitive to and inclusive of the
changing needs of the adults who are participating.

Thomas's conclusions include not only issues related to the broad national or
community scope of adult education, but also to the impactthat a single teacher
in a single course or class can have on individual adult learners and therefore on
the results of large-scale provision of learning opportunities. Adult learners
expose themselves. They reveal their ambitions as citizens and workers, their
hopes as parents, their anxieties as individuals. Instructors of adults must tread
warily, for they tread on adult dreams.

20



Chapter 1

The New World of

Continuing Education

Alan M. Thomas

What Is Adult Education?

'This article attempts to provide some perspective and some context
for the current practice of adult education in Canada. While there
are agreed traditions for the education of the young, there are none
for the education of adults.

I will try to provide some glimmering of the complexities, the scope, the vitality
that characterizes the adult end of the spectrum of continuing education,
acknowledging that no single presentation could possibly do justice to the variety
that is to be found bc,th from region to region and student to student.

Any reply to the first legitimate question by the uninitiated: "What is adult
education?" produces the first confusion. Depending on who is asked, the
response is likely to include a torrent of terms, mostly familiar words in
unaccustomed combinations: adult education, continuing education, recurrent
education, education permanente, life-long education, vocational/technical
training. And most likely a few others. Each of these terms comes with its
particular definition. Each frequently claims to be the best term, but the astute
listener will see that each one is based on slighly different grounds, and often
reflects the interests of a specific organization or group of organizations in the
society. Adult lives are so diverse, and the interests of modern societies so
complex and demanding, that it is not surprising that there should be competi-
tion for the most precious possession of all adult citizens: their attention, and
their will to learn.

While there is obvious competition for the imaginations and will of the young
in our society at least, that competition takes place in a deliberately publicly
responsive forum, the elected school board. It takes place also within some
generally agreed upon traditions about the auspices of the education of the
young, and the general methods of carrying out such education. No such
agreements or traditions are associated with the education of adults.

To approach the adult sector of continuing education from a preoccupation
with the education of the young, that is, the children and youth sector of
continuing education, is almost to ensure confusion and misunderstanding. In

t
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general it is easier to explain adult education to people in business, the military,
even in government, than it is to those whose professional lives have been
devoted to the practices and language of the formal system of education. It is no
one's fault that this is the case, only that for a variety of reasons, for the past
ninety-years or so, the two sectors of educational practice have been sharply
separated from each other.
These have been separated by professional language, by methods of practice, by
sponsoring agencies, and by methods of finance. The only common link has been
the learners themselves who, as adults pursuing some form of self development,
are the same people who as children, enjoyed or endured the attentions of the
educational system designed for them.

IWhat has been given little serious attention, in this context at least,
is that success as a child or young person in the school system
nearly guarantees the likelihood of that person participating suc-
cessfully in some form of adult education.

Whether this can Le explained by the fact that those who do succeed in formal
schooling usually take up roles and places in the society that demand their further
learning, or by the fact that success as a child in formal schooling creates habits
of learning that demand participation in formal educational settings as adults, or
by a combination of both factors (which is most likely the case) is a matter of
some debate.

However, the apparent functional relationship between the two sectors is of
increasing importance, as the demands of the present and future society make
their professional isolation from each other both impossible and increasingly
destructive.

Adult Education
The most common term is of course adult education, as defined by UNESCO, a
definition that is now very wide-spread in acceptance throughout the world:

The entire body of organized educational practices, whatever the content level
and method, whether formal or otherwise, whether they prolong or replace initial
education in schools, colleges, or universities, as well as in apprenticeships,
whereby persons regarded as adult by the society to which they belong, develop
their abilities, enrich their knowledge, improve their technical or professional
qualifications or turn them in a new direction and bring about changes in their
attitudes or behaviour in the twofold perspective offullpersonal development and
participation in balanced and independent social, economic and cultural devel-
opment. Canadian Commission for UNESCO, 1980.
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But who is an adult?
A close examination indicates that this definition equates adult education with
the education of adults, since it says that adult education is "any form of
education participated in by persons regarded as adults in the society to which
theybelong." As simple as that sounds, a moment's reflection reveals that for one
group in our society (those between 15 and 19 years of age) the question of just
who is an adult is a hazy and often painful one. On the one hand, at sixteen we
have entrusted individuals with the privilege of driving a car, with all of the
potential for manslaughter or suicide or both, that that implies. On the other
hand, we reserve other such adult privileges as drinking and voting to laterages,
and there remains considerable confusion in the eyes of the system of criminal
justice with respect to just who is an adult and when. Even after that, while the
law may be all of a piece in this respect, there are a range of ,nformal sanctions,
regarding whether an individual has indeed acted like a grown-up, that can be,
and often are, applied to any age.

For many years, the British defined adult education not by the age of the
participants, but by the nature of the subjects studied. It was in essence liberal
education, the type of education designed to develop and maintain adult
behavioui . The point is important simply because the term adult education
frequently conceals an ideology related to who ought to be the participants, or
what the objectives ought to be. These various ideologies have to be identified as
they occur. For all round practical purposes, the UNESCO definition seems to
serve us best providing we realize that it is a technical definition only.

Education Permanente
Education Permanente is a definition one is likely to encounter in Quebec or
among French-speaking Canadians. It is not well translated as permanent
education, but probably more accurately as continuing education.

Recurrent Education

Recurrent Education is a phrase introduced since World War II by the Organi-
zation for Economic Cooperation and Development. This organization is made
up of industrially advanced countries for the most part, and its purpose is to
provide information and research regarding their development, development
primarily of an economic nature. Recurrent education means an educational'
policy or policies which supports alternate periods of work and school, some-
times consecutive, sometimes concurrent, which will lead to the development
and maintenance of a work force adequate to a modern technical state. It can be
considered a sub-system of the broader definition of ad ult education, and it is to
be found operationally among economists, and those who do perceivea relation-
ship between learning and economic surival. This is also the arena in which the
more familiar term, vocational/technical training, applied to adults, is common-
place.

0
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Lifelong Learning
Lifelong Learning, while often casually introduced into these responses is, of
course, an entirely different term because it is based on the capacity and
likelihood of individuals engaging in learning throughout their entire lives. It is
quite independent of the existence of formal or even informal educational
agencies and programs, or of publicly identified goals of the kind represented by
various degrees, certificates, diplomas, and the like. This is the realm of the work
of Allen Tough and his associates, who argue that up to 8o% of the learning
activities of adults is carried out quite independently of educational systems.
These discoveries are important for anyone concerned with what is being learned
in any society, as distinct from what is being taught, but they are of equal
importance to those working in the educational system, since the learning taking
place outside that system or systems bears directly on the success or failure of
their efforts.

Continuing Education
Continuing Education has been left to the last, mostly because it is now a matter
of public discussion in most provinces, and because the predominant definition
seems unsatisfactory. In the document entitled Continuing Education: The Third
System issued by the Ministry of Education, Ontario, 1981, continuing education
is defined as:

the provision of opportunities for lifelong learning in English and in French to
adult learners who are not involved in traditional fulltime credit programs. Adult
learners are those people at least sixteen years of age or older who are engaged in

purposeful learning activities.

There is some tradition in Ontario as in other provinces for this kind of
definition, that defines continuing education as only that education undertaken
after the participation in formal programs. It is largely a definition based on what
various educational institutions have done in the past, and for that reason is
recognizable to almost all educators. However, it does not seem particularly
suitable for the present or future in which traditional student bodies are changing
with great rapidity, and it does not seem to fit the experience of these new
students, or even some of the conventional ones. Recently an alternative defini-
tion that may be better on both counts was advanced by the Department of Adult
Education, The Ontario Institute for Studies in Education (1981). Continuing
Education is defined in this case as:

a system(s) of education which includes formal and non-formal education; is
defined with respect to its various parts and agencies (elementary schools, sec-
ondary schools, colleges and universities) in terms of specific educational objec-
tives to be fostered, rather than in terms of the age or circumstances of learners.
The system is available to persons of any age, part-time or full-time, voluntary or
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compulsory, and is financed by a mixture of public and private resources. It is
distinguished from other educational activities in the society by the possession of
the exclusive right to provide public recognition or certification for those complet-
ing its programs, though not all of its programs need lead to such certification.

The authors felt that such a definition provided a more coherent framework from
which to judge and evaluate the contributions of various agencies in the system
and that it reflected more accurately the view of the child moving from grade five
to grade six, the youth moving from high school to college, and everyone else
moving in and out of the system for various purposes and at various times. Each
can claim with authority that he or she is continuing his or her education.

IThe

conflict and confusion that abounds with respect to definitions
is likely to remain for some time. It is, after all, the Jesuit of a field of

. acgvity experiencing rapid growth both in practice and in thinking
about practice. The important thing is to try to use coruistently
whichever definition most appeals to you. That alone will be an
important improvement in future discourse.

Using Familiar Terms in Unfamiliar Ways
The second immediate confusion presents itself in the use of familiar terms in
unfamiliar ways. For example, the word student (adult education in Canada
would not dare to use the word pupil, though some other countries do) can mean
a very much wider range of experience and conditions than attending a school
every day and being present in classes.

The other source of confusion is the use of unfamiliar terms to describe what
would seem to be familiar events or circumstances. For example, the word
curriculum was rarely used, at least until recently, as more formal agencies
became active in adult education. Most noticeable perhapsare the words used in
place of the word teacher. Leader, resource person, facilitator, expert, are all
likely to be found in the literature. Some of them to be sure, grate on the
sensibilities, but they are products of the experience that has accumulated as
adult educators have worked with adults as learners in settings and circum-
stances quite unlike the formal ones usually associated with all education.

What the proliferation of words associated with teaching repre-
sents is the fact that the teacher in a formal classroom pla ys a
combination of roles, often simultaneously, that differentiate them-
selves when working with adults. For example, in working with
adults, the person who is the source of expert knowledge (resource
person) need not be the same person who arranges for exchange
among students and with the expert (facilitator).

t
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A process of disassociating from formal schooling
To a certain extent, the different language found is the result of the history of
adult education in Canada. As a matter of principle, adult educators disassoci-
ated themselves and their practice from formal schooling because they believed,
often correctly, that adults did not want to be approached as though they were
children. The image of grown men and women crammed into desks created for
children however apocryphal it may have been, had an enormous influence on
adult educators in the first part of this century.

Recent History
Citizenship education takes the lead

IAs an immigrant country, Canada has had to maintain a tradition of
adult learning and of adult education for its entire history. It is
relativelysafe to assertthatthere has not been a minute in Canadian
history when someone was not trying to learn or teach a language.

A new geography, a new agriculture, a new society, the fundamental experience
of the adult immigrant, had to be learned as an adult, usually informally, and by
trial and error. There was and is always the need for citizenship education of some
kind.

The most important agencies in this enterprise during the nineteenth century
were the churches, which were engaged not only in the propagation of the faith
in competitive religious environments but in a variety of other services as well.
However, as the century moved on, secular agencies appeared such as the
Mechanics' Institutes, and various other lodges, associations, and voluntary
movements. Before the century ended, the Boards of Education, among others,
were offering evening classes to young men and women in a rising middle class.
There is no doubt that during that period adults were learning proportionately
as much as adults are learning today. The major difference today is the number
who are learning publicly and under public auspices, that is, participating in
formal adult education.

However, the long tradition of concern for adult education was interrupted
at the turn of the century by a succession of events. The first was the increasing
inii oduction of compulsory education for children and young people. While the
almost universal application of that policy wa3 not completed until nearly half
way through this century, the ideology of a movement that promised to "fill the
churches and empty the prisons" also created the belief that the education o
adults was no longer necessary.

I The belief, imbedded more deeply and profoundly in those in charge
of public education than in any other group, that any lapse or failure
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lin educational achievement noticed among adults could be elimi-
nated by rearranging the school program of the children, captured
the popular imagination and remained an official doctrine for fifty
years or more.

Citizenship education, martial skills and invisible workplace education
At the same time a second conviction took root. This was that adult education
was necessary only as citizenship education for adult immigrants who had never
been to school, and the provision of limited opportunities for those who for one
reason or another, had missed their chance at school as children. Adult education
was perceived to be a safety net for those who had fa:ien through a crevice in the
society.

Despite the lengthy popularity of this view, from the turn of the century to the
end of World War II, other currents were developing. Two world wars, for
example, involved enormous programs of adult education, as young men and
women were obliged to learn martial skills never taught in school. Research
applied to industry, and accelerating technical growth and changes, persuaded
large technically based enterprises such as oil companies, to provide training and
education for many of their employees as early as the mid-thirties.

By the mid-fifties, an American professor, Harold Clark (1953) argued that in
the United States a third system of education had been created, rivalling in
resources and numbers the public school system and the universities. This
system was entirely preoccupied with the education of adults. It was to be found
not in spacious buildings clearly announcing their educational purposes, but
spread almost invisibly throughout the workplaces of the United States.

Education in Canada

In Canada, the same development occurred. It took place more slowly than in the
United States partly because of the predominant "branch-plant economy", with
the result that most of the research and consequent training that would have
taken place in Canada remained at head office, usually in the United States.
Hc:wever by the seventies, one high technology company in Canada maintained
nineteen permanent teaching centres in the province of Ontario alone, through
which passed some eight to ten thousand students a year.

When the volume of education is multiplied by all of the other middle
and large-sized industries, and by the hundreds of government
departments, hospitals, and other large organizations, it is not sur-
prising that no one knows precisely the exact amount of adult
education in Canada, northe extent of resources it consumes, either
in time or money. The same growth and development has led to new
complications in the relationships between varying levels ofgovern-
ment.
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Education in Canada is generally assumed to be an exclusive right of provincial
governments, though the interpretation that the founding fathers meant to
include the education of adults in their decision-making remains open to judicial
challenge. In addition to the overall responsibility of the Federal Government for
the state of the economy, and the relentlessly increasing dependence of that
economy on the availability of constantly proliferating skills that must be learned
by both young and old, the Federal Government cannot ignore the educational
provisions (or lack of them) made available by the provinces.

While there have been few if any, skirmishes between the two levels of
government over the education of the young, there has been almost constant
dispute and acrimony since the early years of the century over the technical and
vocational education of adults. As Canadians have become increasingly depend-
ent for survival upon adult learning, these disputes are likely to continue.

The consequence is that anyone engaged in the practice of adult
education has to keep an eye on several levels of government
simultaneously, and must be able and willing to deal with them both
separately and in conjunction as their policies change, and as the
needs of the relevant groups of adult learners express themselves.

Adult Learning: Differentiating Andragogy from Pedagogy and
a New Discipline: Mathetics
With the publication of I. Roby Kidd's, How Adults Learn, (1959) self-conscious-
ness with regard to the distinct nature of the learning of adults was established.
Earlier references to the special terms associated with adult education suggested
the contrast in experience with learning of the young in school, and learning of
other ages under other and diverse circumstances. Kidd's book drew on an
enormous range of research and experience that had not been previously
organized into a single presentation.

Since that time attempts have been made to assert a distinct theoretical field
under the term of andragogy, teaching of adults as distinct from pedagogy,
teaching of children. Information has accumulated with respect to processes of
maturation and how those processes affect the learning potential of adults. At a
more popular level, much attention has been given to varying life stages and the
range of attitudes, expectations, aspirations, and capabilities that are associated
with each of these stages.

Since 1958, when the first full time graduate program of studies in adult
education appeared at the University of British Columbia, approximately ten
more programs offering various graduate degrees have been created at Canadian
universities. Though they have led a somewhat uneasy existence in association
with much larger faculties wholly preoccupied with the learning and schooling
of the young, they have for the most part survived and, in recent years, numbers
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of applications for admission by students have surpassed those experienced by
the school centred programs.

Next to Kidd's work, the major landmark was the publication of the UNESCO
report on education throughout the world, Learning To Be, Report of the Faure
Commission, (1973 ). UNESCO had witnessed, during the twenty years following
the conclusion of World War II, the largest expenditure on formal education in
the history of the world. These expenditures were not confined to the advanced
industrial world, but undertaken by nearly every country, rich or poor, in the
belief that investment in formal education was the secret formula to economic
growth. The UNESCO study at the end of that period was an attempt to assess the
validity of that formula. Results were mixed. More children had experienced
increased schooling, and there was some progress in the battle against poverty,
disease, and malnutrition. However, no one had anticipated the millions of
rebellious students, the hundreds of thousands of discontented teachers, and the
alarmed and uneasy public that developed during the same time. The Report
drew two important conclusions:

IFirst, it argued that despite the turmoil and the imbalances, it had not
been wrong to invest heavily in education. What was wrong was to
invest so heavily and exclusively in the education of the young.

That conclusion laid to rest one of the oldest North American beliefs that you
could fundamentally alter a society by concentrating on the education of the
children.

Second, the Report argued that learning as a human, individual
activity was and is more fundamental than education, which is only
a response to the existence of the potential, and that it might be more
profitable to enlarge the psychological, sociological, political, etc.
studvct.'earhing if we are to understand the true nature and function
of education.

It also pointed out that a good deal of the most recent contribution to the
understanding of learning was coming not only from psychology, but from
neurology, chemistry, physics, and sociology, as well as other disciplines. In this
light, the Report argued for the establishment of learning as a distinct discipline
of its own, to be called Mathetics.

While the latter has yet to be realized, many Canadians and others have
enlarged the exploration of the study of learning as a basis for determining the
nature of the educational system. Increasing contributions are being made to the
concept of "learning styles", as being characteristic of different individuals at
different times and under different circumstances; styles that mediate whatever
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teaching style may be in use. More is being understood about learning from new
and different media of communications, leading to arguments that there are
several forms of literacy in addition to that associated With extracting informa-
tion and truth from the printed word.

In addition, new ideologies emerged. Paulo Freire, working in the poorest
parts of Latin America and Africa, asserted a dialetical metaphor for learning,
rooting his teaching of literacy in an oral and political context. The Canadian
Government experimented some years ago with the use of the Bulgarian theory
of "Suggestology", based on an analysis of conditions of the brain, and the
receptivity to the careful planning of total learning environments. The method
was reported to be especially useful in the teaching of languages, a matter of high

priority in official bilingual Canada.
It is an exciting time to be active in adult education, and it would take a much

longer survey to identify all of the ideologies and theories that are claiming
attention.

IWhether it is necessary to continue to argue for the absolute
difference between adult education and the education of the young

remains a question.

With the two sectors (Andragogy and Pedagogy) drawing together, it may be that
something more closely resembling a continuum will appear. However, the
continuum can be analyzed in terms of two principal factors: individual devel-
opment, and the basis of participation.

For individual development, puberty appears to be a fundamental watershed.
Once that passage is complete, varying stages of growth and development, and
relentlessly varying experiences, appear to be the dominant factors. In any group
of seventeen year olds it is possible to find some who, in terms of some
characteristics, more closely resemble thirty year olds than they do other seven-
teen year olds and vice versa.

I From puberty onward, chronological age becomes less important,
while experience, circumstance, and condition become primary.

However, there are some generalizations that can be made on the basis of socially
and culturally defined "life-stages".

The importance of volunteer adult participation
The other major factor is that participation by adults in education is basically
voluntary, and that fact dominates recruiting, teaching, administering, and all
other facets. It has, more than any other factor, given adult education its
dominant characteristics.
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ITo watch even young children participating voluntarily in some form
of learning, is to anticipate the basic pattern of adult education,
allowing for the importance of variety in experience.

When large scale training and education in non-educational organizations is
studied, it is possible to draw some conclusions (see Thomas and others, 1980).
They are associated with four principal circumstances, entry to the organization,
advancement in that organization (promotion or job change), major technologi-
cal chanttes in the organization's activities, and special individual problems.
Ther,.: Fan; four categories would appear to apply to the society as a whole. Entry
is of zoursc manifest in the education of the young, but as a continuing
immigrant society, we have been and will continue to be concerned with the
special -ircumstances of adult entrants, under the general ruDric of citizenship
education.

It might also be argued that entry involves re-entry and that this characterizes
the millions of women moving into the labour force. Many of the same needs
seem to exist as in the case of new citizens. It used to be thought that entry
education, plus "learning by example" was sufficient for advancement through
the society, and perhaps it was. By and large this is handled within the employing
organizations, but increasing cooperation is developing between them and
educational agencies. A great deal of care and thought will be required in the
development of those relationships, not to damage either them or the potential
student.

Major technical change is clearly beyond the scope of any formal entry
education program. In the words of an African leader, we cannot wait for the
children to grow up in order to maintain our nations.

'Massive changes occur, with widely differing and uneven effects
on the society. This is most often cited as the basis for adult
education, and while it is not the onlyone, it is a principal one and will
remain so.

Special aspects of adult education planning
In general, it calls for educational planning quite unlike that associated with
normal systems of education. It calls for short term and widely varying responses
in contrast to the more stable and predictable responses associated with tradi-
tional programs and agencies.

Individual problems exist wherever education is an alternative, and must be
associated with the same practice common to formal education including
counselling, coaching, and the chance to fail and to try again. Despite the image
of ruthlessness associated with large non-educational organizations, the amount
of response to individuals is remarkably high. It may be so because adult
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education, voluntary as it is, has always been obliged to make responses to
incIividuals. And it maybe because it is cheaper to respond in that way than to hire
s,,meone new.

We are also witnesses to the shift of special individual problems from that
category, such as women re-entering the work force, older workers moving into
retirement, or into everyday passages that are part of promotions and coped with
by a reasonably effective system of continuing education.

The Present Period

The overwhelming characteristic of the present period is the steady
and explosive growth of adult education, however defined. The
resources of adult education, and its practices, develop so differ-
ently in comparison with the child and youth-centred sector, that
such development is not always visible to the untrained eye.

Such growth has occurred despite the equally steady decline of the child and
youth-centred educational sector. While available resources appear to have been
drying up in that sector, they have been doing the opposite with respect to the
education of adults.

Who participates in adult education?
In terms of the participation of adults as individuals, demand has simply gone on
increasing over the past three decades. In 1974, Waniewicz reported that nearly
half the adult population in Ontario reported either being engaged in some
recognizable form of part time learning or having just finished such an engage-
ment and preparing for another. These adults were characterized as being in the
upper levels of income and educational achievement, a fact constant in every
industrial society in which such research is done. The disturbing aspect of this
information is that it is equally constant in industrial societies that individuals
with less educational success, and less income (the lower half of the population)
hardly participate in adult education. This seems to be true despite the fact that
they pay for many of the available resources through their taxes. At the present
time, equity with respect to the education of adults seems roughly comparable to
the equity with respect to children before the passage of the compulsory attend-
ance laws: the rich take care of themselves privately; the middle class try to
provide for themselves through various means including the use of publicly
provided resources; and the poor get little or nothing.

IDespite this fact, a fact of very great importance to School Board
adult educators, growth has been impressive. It has spread through
most of the organizations of the society: voluntary, government,



1. The New World of Continuing Education: Alan M. Thomas 35

quasi-government, military, and industry, as the rate of change and
technical growth hassurpassed anypreparation thatschools forthe
young can anticipate or provide.

One recent example, indeed the largest public contribution to systematic adult
education during the early seventies has been the financial support of the Federal
Government for "labour education". In this case, over a seven year period, the
Federal Government contributed just under twenty million dollars to the
organizations of the labour movement for the purposes of training their officers
and members. The expenditures of these organizations on education has also
increased, making it possible for thousands of Canadian workers to acquire skills
of management, decision making, and knowledge about the society that other-
wise would have been very hard to achieve.

It is of special importance to note that the money was given not to educational
agencies, but to the labour organizations themselves. Most of these latter
established their own educational programs, seeking only occasional assistance
from the formal educational agencies. It is of equal interest to note that this
Federal intervention into adult education was accomplished without a trace of
complaint or objection from the provincial governments.

Educational agencies versus labour organizations

Participation in adult education must be viewed from two points of
view:that of individuals who participate as students, and that of the
agencies that provide the courses and other educational opportuni-
ties. In both cases, participation is voluntary; with few exceptions
neither party is required by law to engage in the activity.

This is in sharp contrast to the formal educational system in which the dominant
agencies are designed only for the purpose of providing educational services, and
in which a large segment of the student population participation is required by
law. In recent years, primarily among the professions, experiments have been
undertaken in making participation in continuing education compulsory. There
is a fierce debate now raging over whether such compulsion actually contributes
to the development and maintenance of more competent and responsible
professionals.

The great variation of agencies and their style of participation in adult
education gives rise to questions of quality. Which ways are better? There is no
simple answer, and hopefully both research and debate will continue. Rivalries
exist, and such policies as diverting money from educational agencies to labour
organizations serve to increase those rivalries. The traditional educational agen-
cies tend to believe that all or most of the educational activities should be
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entrusted to them, but there is evidence that different educational tasks are better
performed by different agencies, not all of whose principal task is education.

Illiteracy remains a serious problem despite nearly a century of compulsory
schooling. Despite the evident successes with the upper half of the population, it
is now clear that exposure to schooling for the minimal number of compulsory
years, is not sufficient to ensure that many people can have a decent chance to
succeed in this society.

The largest increase in the labour force for the past few years has come from
women, many of whom did not get or have lost the necessary skills for entering
reasonable jobs. Since intelligence is distributed normally in a population
without regard to gender, it is apparent that the need to provide adequate
opportunities for these adult women is a matter not only of individual justice, but
of economic and social necessity.

Realities for You, the Instructor and
the Priceless Resources of Adult Education
Overall, there are some simple realities that everyone who has worked or is
working with adults as learners knows, but sometimes forgets to convey. There
is the special and exhilarating tension associated with working with adults.

IThe experience of society that they b. '-a is fresh, and intensely real
and authentic to them; the decisions tney make after leaving an
educational event, perhaps influenced bywhat happened during the
encounter, are authentic and immediate to them, and perhaps to
many other people.

The encounter with you is only a brief shelter. The students know it and value it,
the teacher must do likewise.

The reasons for their attendance are often inscrutable even to them. Some-
times it is because they happen to be free at that time, and you are as reasonable
an opportunity as several others. Sometimes it is because you represent the
educational agency they last attended and the one that they think will make them
feel the most welcome. To discourage them inadvertently, may discourage them
from any further educational effort for a long time.

ISometimes, they are less interested in receiving new information,
new knowledge from you, than they are in trying to understand their
experience, to articulate it, examine it and sh r. re it with others.

Under these circumstances, the other students present are at least as important
as any instructor, and their experience must be sought after, listened to and
treated with respect.

3 4
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When adult Canadians tell you what they are or have been learning, they tell
you very important, indeed intimate, things about themselves. They reveal to you
information about their hopes, their plans, their ambitions, their very images of
themselves.

When we examine patterns of participation by adults in adult education, we
can draw some conclusions about the lives of the adults involved. First of all, we
are witnesses to a lot of hard work. Imagine the determination involved in
attending courses in motor mechanics, two night a week, three hours a night, for
thirty weeks. Lots of adults do that many times over. These same adults are also
telling us something about their beliefs in their families, their communities, and
their country.

I

To be a witness to adult learning, to adult education, is to be a
witness to the quality of everyday life. This seems to scare the new
adult educator rather than being seen as the priceless resources of
adult education.

Ail of these are simple things, but it has sometimes seemed to adult educators that
they are the very things that teaching in a compulsory system makes one
insensitive to.

I

If a student comes freely, feels free enough toshare experience, and
believes that that experience is not only welcome but important,
then that individual will offer his or her attention, will, and imagina-
tion to whatever is the developing objective of thatparticular educa-
tional enterprise. That is the essence of adult education.

Teachers, providing agencies, educational systems, indeed whole societies, must
be good enough, sensitive enough, sincere enough, and exciting enough to win,
to deserve, that attention.
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Chapter 2

We Have with Us
Yesterday:

Teaching Lessons
from the Past

Michael R. Welton

Practitioner's Summary

Because of the dramatic nature of this chapter, we have not added marked
highlights to the chapter's text. But we do attempt to condense the highlights in
this section. The characters are from the first half of the 20th century in Canada
and depict the early adult education "pioneers."

Alfred Fitzpatrick: Pioneered initiatives in the first three decades of the 20th
century to found Frontier College in 1918 and to invent the idea of the labourer-
teacher. He believed that education was the right of every person and that the
"healthy growth of the brain" was concurrent with "the work of the hands": the
integration of learning with life.

Jimmy Tompkins: Indelibly associated with the Antigonish Movement (the Nova
Scotians who attempted to institute social and economic reforms through adult
education), Father Jimmy was the movements' inspirer. He recognized that
education was the answer to the people's lethargy and despair after the first
World War. "Adults were suffering because nobody believed they could learn!"
He believed that "if people learned to be helpless, they could learn to be active!"

Guy Henson: This adult education visionary established The Division of Adult
Education in Nova Scotia in 1945 and launched numerous projects to awaken
people to their true potential. Especially he was concerned about adult educa-
tion for the Blacks, worker's groups, credit unions and folkschools for farm
people. He said, "... itis adults who make and change the world, and the children
largely fit into it."
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Violet Mc Naughton: The legendary social-activist educator who embraced the
values of the co-operative, women's and reform movements in Canada, encour-
aging women to be active participants in shaping the world.

Moses Coady: From the late 1920's to his death in 1959, his vision of becoming
"masters of our own destiny" fired the imagination of thousands of Canadian and
American adult educators. "Children do not control the world. Children do not
change it;" and "without some form of economic democracy, life is not worth
living" were his bywords.

Watson Thomson: From the mid 1930'sto the mid 1940's,Watson was a key player
in many prairie and national adult education innovations in community (film
circuits) and national education (Citizens' Forums). He helpea establish govern-
ment policy for adult education in Saskatchewan with two main objectives: to
support people's needs and to awaken them to unresolved world issues.

Alexander Laidlaw: Began as a teacher in Nova Scotia, later (in the 1940's)
becoming the premier philosopher of the co-operative movement in Canada.

These were among the pioneers in adult education in Canada, though by no
means all. Yet their devotion, actions and philosophies continue to "speak to us
in plain language about their understanding of the potential liberating role of
adult education" in any society.
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Chapter 2

We have with Us Yesterday:

Teaching Lessons From the Past
Michael R. Welton

The Setting: A Great Institution of Higher Adult Education

The characters:

The Moderator: The moderator, Michael Welton, is a Canadian historian who
believes that the historian's task is to open up a conversation with the past. In our
present conversations about the craft of teaching adults and the social purpose
of adult education, we must invite our forefathers and foremothers to join us in
the dialogue. What questions do they bring to us, and we to them?
Alfred Fitzpatrick: He is best known in Canada for his pioneering initiatives with
the bunkhouse men of the frontier camps of northern Canada in the first three
decades of the zoth century. He invented the idea of the labourer-teacher, and
founded Frontier College in 1918 to serve the neglected citizens of the camps.
Jimmy Tompkins: His name is indelibly associated with one of Canada's most
lauded adult education movements, the Antigonish Movement. Father Jimmy
was the movement's inspirer in the dark days after World War I. It was he who
understood that real adult education sprang from the pain of people's lives.
Guy Henson: The Centre for Continuing Education at Nova Scotia's premier
university, Dalhousie, bears his name. But few people know of this brilliant man's
encompassing vision for adult education. He established the Division of Adult
Education in Nova Scotia in 1945, and launched numerous projects to awaken
people to their true potential.
Violet McNaughton: She was a legendary social-activist educator in numerous
Canadian organizations such as the Saskatchewan Grain Growers Association.
She embraced the values of the co-operative, women's and reform movements
in Canada. Through her teaching and journalism, she encouraged women to be
active participants in shaping the world.
Moses Coady: The name of Moses Coady is, perhaps, the most famous in
Canadian adult educational history. From the late 1920's until his death in 1959,
Moses Coady's vision of becoming "masters of our own destiny" fired the
imagination of thousands of Canadian and American adult educators.
Watson Thomson: Watson Thomson shone like an incandescent light on the
Canadian prairies and national scene from the mid 1930's until the mid 1940's. He

I
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was the first director of the Division of Adult Education in Saskatchewan, and
was a key player in numerous experiments in community (film circuits) and
national (Citizens' Forums) adult education.
Alexander Laidlaw: Alex Laidlaw began his educational life as a teacher in Nova
Scotia. He worked with Coady as Assistant Director of St. Francis Xavier
University Extension in the 1940's, and later became the premier philosopher of
the co-operative movement in Canada.

Moderator: I have heard it said that educators choose to teach because they
cannot handle the rough and tumble of the real world of hard decisions and
tough bargaining. Tonight, however, we will dispel this facile image of educators
as we listen to a cast of characters who dreamed big dreams and taught in the
turbulent decades of the early to mid 20th century, a time when people scarcely
imagined that adults were capable of learning anything much beyond the age of
twenty-one. Alfred Fitzpatrick once wrote in a book that never saw the light of
day, Schools and Other Penetentiaries [sic], that adult education was the 'day-
dream of visionaries.' The great German philosopher, Ernst Bloch, spoke of the
utopian impulse in daydreams. These are his words:

Dreams come in the day as well as the night. And both kinds of dreaming are
motivated by the wishes they seek to fulfill ... The content of the daydream is not,
like that of the night dream, a journey back into repressed experiences and their
association. It is concerned with, as far as possible, an unrestricted journey
forward ...

Fitzpatrick: I did write in my unpublished book that adult education was the
"daydream of visionaries." Thinking about it now, I would probably have added,
and the nightmare of reactionaries: (Raucous laughter is heard in the back-
ground, but the moderator continues.)

Moderator: For this gran0 occasion, we have invited some of our great visionary
Canadian adult educators from yesterday. They have been watching us with hor
and trepidation for many decades now, decades which have seen adult education
become a huge and controversial enterprise throughout North America. Much
has been written by modern adult educators on the craft of teaching adults. But
tonight we want to hear from these voices from yesterday.

Let me introduce our guests to you now. That imposing bear of a man
gesticulating in front of an audience of eighty fishermen in Havre Boucher, an
isolated village in Nova Scotia, is Moses Coady. Over there is Alfred Fitzpatrick,
standing next to a tent in some lumber camp in Northern Ontario. It has a sign
on it called "Reading Camp Association." Can you see that short woman
standing next to her husband ow side a sod house in Saskatchewan? That's Violet
McNaughton, the most prominent prairie radical woman in our history. In the
distance, seen through the mist, is Jimmy Tompkins. He is standing on a wharf
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in Canso, a desolate fishing village in eastern Nova Scotia, and lecturing the men.
His pockets are stuffed with pamphlets. Look closely and you can see Watson
Thomson. He is sitting in a living room in a large house in Winnipeg.

Many young people are gathered around. They are talking about how adult
education can change the world and usher in a new day. There, walking down a
dusty road in the Black communities of Nova Scotia is Guy Henson. He is
meeting with community leaders to see what cii be done about the serious
problems amongst oppressed Blacks. And see that man, sitting with friends in a
hotel room drinking rum after organizing a local credit union in Cape Breton,
that's the legendary philosopher of the co-operative movement, Alexander
Laidlaw.

I believe we are all anxious to hear our guests tell us about their struggles on
behalf of the adult as learner in the early and mid-decades of the zoth century. As
moderator, I have selected several salient themes to focus our discussion.

What obstacles did they face?
What vision animated their heroic efforts on behalf of the neglected adult

learner?
What projects did they shape within their vision of human possibility?
What methods did they invent to achieve their purposes?
What secrets did they unlock about the meanings and complexities of teaching

adults?
Let us begin by asking our guests to tell us about the plight of the adult learner

in the early zoth century. Alfred Fitzpatrick, why don't you begin?

Fitzpatrick: As some of you may know, I was a Presbyterian minister from Pictou
County in Nova Scotia, and started a Reading Camp Association around the turn
of the century. All of my life I railed against establishment Canada the elites who
ran our universities, our churches, our trade unions, our government bureauc-
racies for ignoring the plight of the men in the camps, the bunkhouse men. I
always believed, even to the day I died of a broken heart, that education was a
God-given right of every man, not the exclusive privilege of a few favoured
persons. When the education of the masses was spoken of, some said,

You are on dangerous ground. Education breeds discontent. If educated, the
masses will become lazy and lawless. No educated man will work in the woods,
or handie the pick and shovel in mines and on railway construction.

But the remedy for this discontent, in my view, did not lie in keeping the masses
in ignorance, but in educating them, while at the same time improving their
environment. The men who produce the wealth do not get any educational
benefits! (He is now pacing around, his fingers stabbing the air) ... The toilers of
forest, mine and railway construction were being robbed! Their treatment was
nothing short of criminal! Tney were the utterly neglected citizens of the camps!

4



44 The Craft of Teaching Adults

Tompkins: I was known during my time as excitable of temper with a mind like
a jack-rabbit. I was born in 1870, two years later than Alfred, in the lovely
Margaree Valley of Cape Breton, the home also of my younger cousin, Moses
Coady, who came into the world in 1882 if I am not mistaken, and who was a
Catholic priest like me. The fire that burned in Alfred's heart for the neglected
learner blazed in mine for four decades of the 20th century, until I lost my mind
and had to have those sisters watch my faltering steps. I was almost beside myself
tr ing to figure out why we were spending so much time and energy on the
children and youth ...

Coady:Y es, yes, if we waited for the slow evolution of our educational institutions
it would be too late. Our situation in Nova Scotia was desperate ... children do not
control the world! Children do not change it ...

Tompkins: By the end of the first World War, after experimenting with various
schemes to create a civic boostering spirit in my sleepy town of Antigonish, it
dawned on us that there was a deep hunger for knowledge amongst our adult
population. The whole world was alive with questioning. What role should
labour, play in the new scientific world of production? What role should women
play in the new age of human rights? What role for the Church in the new
industrial and secular age of efficiency?

We begin to see glimmerings of what adult education might do in resolving
economic and social problems. (Shaking his head slowly and speaking softly.)
Our people had abandoned their farms, left our province, and seemed to have
sunk into a deep lethargy. I didn't know what the hell to do. At one point, I even
wrote letters to the federal Department of Agriculture asking if it were possible
to raise goats in Canso to feed the almost-starving people! (The guests laugh
loudly.)

But it was dawning on us that the idea that you could not teach old dogs new
tricks was a load of malarky. Dr. Thorndike's research gave scientific impetus to
the idea that the average adult was educationally worthy of his or her place in the
sun. The old saying 'Childhood is the time for learning' was being replaced by the
new slogan 'The time for learning anything is the time when you need it.' As you
may know, the Antigonish Movement is the story of a group of Nova Scotians
who attempted to institute social and economic reform through adult education.
Those of us in the early days of the adult education movement believed that
fossilized education was the opiate of the people because it kept them from
getting the truth about the condition they were in. Adults were suffering because
nobody believed they could learn!

Coady: Cousin, I remember the letters you wrote to me while I was studying at
the Catholic University in Wash ington, D.C. You were always several steps ahead
of me in seeing the possibilities of adult education. But even when I was teaching
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math and organizing the Nova Scotia Teacher's Union it became clearer to me
that our schools were biased toward urban values and needs, and skimmed the
top for elite professional training. The deepest obstacle we faced was ideological.

Thomson: Ah! Moses, there is more dynamite in adult education than any
government can handle. I heard you say over and over at the Canadian Associa-
tion for Adult Education (CAAE) gatherings that your mass meetings were
organized to explode "intellectual dynamite to shatter the old mind-sets that had
become as rigid as cement and encrusted with tradition." But you must know
where to begin and how to proceed with those who may have come to believe that
they can't learn to be masters of their own destiny.

Henson: I want to leap in now. Joseph Howe and Moses Coady were my two
heroes. I first met Coady as a nineteen year-old cub reporter in 1929 at a meeting
in Halifax. Howe and Coady's dream of a people controlling their own destinies
kept me going through good and bad times. I was not as excitable as old Jimmy
over there, but in some circles I was called a 'renegade bureaucrat' who knew
what he wanted. In the end, I simply called myself a "footsoldier in the Antigonish
Movement."

In the mid 1930's I was a de facto organizer for the Movement in Halifax and
Dartmouth, and used whatever vehicle I could find to rouse the people. So I
formed a chapter of the Workers Educational Association (WEA) in Halifax and
began organizing study clubs. In 1936 the School Board refused the WEA the use
of classrooms on the pretext of danger from venereal disease. In the late 1930's I
helped organize over twenty credit unions in Halifax and central Nova Scotia.
This kind of activity was much criticized by people concerned with education.
When folkschools for farm people were created in the late 1940's, there was much
breast-beating that "real farmers" didn't think much of them. Some people
regarded the work I did with Black groups in the 1940's and 1950's as useless,
believing they were a shiftless and hopelessly depressed people.

McNaughton: I have been listening patiently to the men. (Laughing). I had much
practice in my almost sixty years as a farm organizer and co-operator in
Saskatchewan. I arrived in Canada from England in 1909 and quickly plunged
into the farm and women's movements. You might say that I floated around the
Prairies on a tide of reform! I believed that men and women could work together,
but they had to learn to organize.

I agree with Jimmy that adult education springs from suffering ... A familiar
sight for years on the Prairies was the barrel on the stoneboat covered with an
open grain sack held in place by an old tire, or stave from a discarded barrel,
carrying the precious water over many a hummocky trail. I suffered so much
from carrying those pails of water, even after I had a hysterectomy, that they were
seared into my mind.
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My involvement in farm and women's movements always linked practical
problems with my unshakeable belief in the ability of education to make
Canadian institutions responsive to our needs and interests. As women learners
we faced more obstacles than the men. Our ruling elites had little faith in the
masses of men to learn anything; they had even less in the masses of women!

We women were learning all the time as we shaped our beautiful prairie land.
We banded together to overcome the pain of our isolation and loneliness, and
literally revolutionized Canadian community and political life.

It is just that your fancy university academics haven't quite understood that
yet, and it has taken professors of adult education some time to see how, where
and what we women in the early zoth century were actually learning in our
women's institutions, clubs, associations and parties.

Moderator:This is a fascinating discussion. I don't think I realized how little faith
there was in both elite and common circles in the early to mid zoth century in the
learning potential of adults. What was your understanding of the social purpose
of adult education in Canadian society?

Tompkins: We in the Antigonish Movement were not so much concerned with
setting the yard limits of adult education as we were with throwing the switches
which would give the average person unobstructed passage to wider fields of
knowledge, self-help, and security. We didn't believe that adult education was for
the illiterates alone, nor was it to pap-feed social climbers with appreciations of
Shakespeare and Beethoven. We thought it was the duty of adult education to
make the mute vocal and to make the blind see. But education that was conscious
of its mission had to be free from the patronizing air, from talking down from
some lofty oracle, from inventing decoys and sops, handy palliatives and barri-
cades, to fence injustice off from justice. There was more real adult education at
the pit heads, down in the mines, out among the fishers' shacks, along the
wharves ...

McNaughton ... and in the kitchens and women's clubs ...

Tompkins: ... and wherever you can get the farmers and their wives to gather and
sit and talk in the evenings, than you can get from one hundred thousand dollars'
worth of fossilized formal courses. It springs from the hearts and pains of the
people ...

McNaugh ton: That is pure poetry, Jimmy. For me, adult education was funda-
mentally about living a life. Individuals had to live a life ar well as earn a living,
and develop their higher selves. The importance of human development would
be recognized as it took its rightful place beside material development. Adult
education ought to be for self-fulfillment and the means of building a new and
nobler civilization.
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Like everybody here gathered from the past, I believed that adult education
was essential to the continued viability of the democratic community. In my
speeches and journalism for The Western Producerl emphasized the educational
value of organization. To produce organized effort one first needed organized
enlightenment. Enlightenment and understanding always required people to
make decisions for action based on their understanding of the issues.

Coady: I profoundly agree with Violet that education must enable a person to
realize his or her possibilities, and to live fully. Violet speaks of "earning a living"
and "living a life." What we discovered in the Antigonish Movement was that the
starting-point for democratic adult education must be the learning and action
process of shared responsibility for the creation and distribution of wealth.
Without some form of economic democracy, life is not worth living. Violet and
her agrarian radical friends would no doubt agree.

In the dawning decades of the 20th century, we had to challenge 'highfalutin'
aristocratic educational philosophy that saw no relation between food, shelter,
clothing and adult education. A person learns best when his or her interests are
keenest, and no one will deny the urgent economic needs of the masses, then or
now! We thought that good pedagogy began where the people's interests lay.
From there we could lead them to other fields initially thought unattractive. To
the extent that people realize their possibilities, to that extent do they extend and
transform their culture.
We never intended to create a nation of mere shopkeepers. We simply desired
above all that all human beings would discover and develop their own capacities
for creation ... (long pause)

When I died in the summer of 1959, my heart was almost cracked in pieces ...

Canadians seemed almost resigned to sit in the bleachers and let the few run the
show ... I almost thought oui dream had slipped away from us. I tell you, friends,
I know something of St. John of the Cross's "dark night of the soul ..."

Fitzpatrick: Perhaps we all know something of this dark night.All of my life I
wanted ordinary men and women to be able to integrate study and work, head
and hand ... But the universities ... (His words trail off in silence)

I was simply an educational radical who stood outside the establishment and
cried out incessantly that all people had the right to the cultural resources of our
society and were entitled to full citizenship. But my distinctive philosophical
contribution to adult education in Canada, one that many scoffed at, was my
insistence that there could be no healthy growth of the brain without the
concurrent if indeed not previous work of the hands. I invented endless schemes
to get schools and colleges and universities to integrate learning with life. Just
about everyone turned a deaf ear to me in the 1930's ...

Thomson:Y our ideas, Alfred, are a little quirky. But your rejection of "education"
as a sphere apart from life is very radical and visionary. Few have caught up with
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you yet! So take heart. Your preoccupation with the way education runs away
from life reminded me of a series of radio talks I gave in Saskatchewan in 1944,
called "Power to the People" shortly after I became Director of the first govern-
ment Division of Adult Education in Canada.

I didn't think that the average person wanted to study the history of medicine,
say, in the abstract. When people began to ask why it was not possible to have a
decent hospital and to get together with neighbours to figure out how to get one,
then they were ready to learn some history of medicine, as well as some social and
economic history of Western Canada. I ended my broadcasts with the statement
"Education for the people all the people ... Power to the people." I was riding
tempestuous utopian wind ... I believed a new world, built from below by the
common people, guided by science and trusted leaders, was flaring into history.
Adult education was the spark that fired tinder hearts into study and action.

One of the first moves I made when Tommy Douglas, the first democratic
socialist premier of Canada, invited me to launch the biggest adult education
program in Car adian history, was to establish government policy for adult
education in Saskatchewan. I wrote a brief called Adult Education Theory and
Policy.

I insisted that the new, liberating theory of adult education was an integral
part of just societal organization.

I thought that adult education in Saskatchewan in the mid 1940's had two
central objectives: (1) to support people's needs with relevant knowledge in their
movement towards the new objectives, whether it be co-operative farms, larger
school units, or new public health projects; (2) to waken the people to a sense of
the central, unresolved issues of the world crisis so that we can find a clear way
ahead for modern society.

Our old friend John Grierson of documentary film-making fame (National
Film Board of Canada) was at the centre of much contentious debate about
propaganda versus education, and I was accused many times over of being a
propagandist and even a communist. But I never believed that it was the business
of adult education to recommend specific political programs or party doctrines.
I did think it was the necessary business of a socially intelligent adult education
to encourage people to play a creative and responsible part in the affairs of the
local and wider community.

Henson: Mr. Moderator, it seems fitting that I end the discussion of our
understanding of the social purposes of adult education with some of my
thoughts. Nova Scotia created the second government Division of Adult Educa-
tion (Saskatchewan was the first), and I became Watson's counterpart, the
director of the Division of Adult Education, in 1946. These were turbulent and
conflict-ridden times. The Cold War winds were biting into our resolve and
broad social commitment. By the time I launched the division, without much
support anywhere in government, Watson was involved in big troubles in
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Saskatchewan. This fighter against his times was, tragically, forced to leave his
post ...

Moderator: Yes, he was and Watson went to the west coast, where he ended up
marking English exams at the University of British Columbia for a time, to make
ends meet ...

Henson: Well, I tried to develop a philosophical framework, in difficult times,
that maintained the spirit of the Antigonish Movement and Watson's social goal
of an activated citizenry. I began my Provincial Report, published in 1946, by
saying that adult education had recently emerged as a broad movement; by the
end of World War II it was a social force and a personal urge which had never
before commanded so much attention and, in many quartek s, so much hope ...
For the present and the future lie mainly in the hands of the adult population of
the Province.It is the adults who make and change the world, and the children
largely DI into it.

Like Violet, I insisted that learning should be the process through which we
discover how (1) to make a living, (2) to live with others, and (3) to live fully. And
like Waunn and Alfred, I insisted that learning was inseparable from living at any
age or in any state. At every stage in work, citizenship, the home, and the
adventure of the inner person, the good life calls for constant growth and
readjustment and new ideas, knowledge and skills.

Turning to the realities of Nova Scotian life, I set out the great needs of the
Province. First, I argued that adult education had to confront the economic
questions that were demanding more all-round intelligence and vocational skill
from the average citizen. Second, adult education had to contribute to the
enrichment ofcornmunity life as the foundation of social happiness and progress.
Third, a number of special groups (veterans, Blacks, the illiterate) presented
opportunities for education designed to meet their needs and interests. Fourth,
successful government depended on a widespread civic interest and wisdom.

Moderator: These brilliant minds speak to us in plain language about their
understanding of the potential liberating role of adult education in Canadian
society. I am deeply inspired by their efforts to articulate a vision of democratic
adult education that encompasses all dimensions of human experience mate-
rial and spiritual.

Now, for our final theme. I would like all of you to speak, ifyou so choose,
about your understandingof the craft of teaching adults. What are the principles
of adult education? What is the relationship between vision and methods?

Coady:This is a subject dear to my heart! We might as well forget all over-refining
of method and curricula. Teachers must have an overall philosophy that would
supply the dynamics to make their teaching effective in the time and place in
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which they happened to live. We captured this philosophy with the phrase "the
good and abundant life." Teaching is a slow and difficult process in which
learners participate and are encouraged to move along under their own power.
I believe that we can comprehend the "scientific" rules for teaching adults;
indeed, we in the Antigonish Movement thought we had ... (There is buzzing and
some head-shaking in the background).

Tompkins: Teaching is a slow, difficult process, eh? Typical Catholic priest talk!
I wanted to find ways of quickening slow learners! My main method was button-
holing the unwary. I think I invented the role of adult educator as pest. I didn't
solve people's problems for them, but I kept asking them to read this, or read that
... some of you here tonight would not think that I was a very good facilitator ...
(Laughter) ... I was an impatient educator who almost forced my learners to give
good reasons for their apathy and hopelessness. I believed in pedagogical seed-
sowing and cajoling people into action ... If people learned to be helpless, they
could learn to be active!

Moderator:Dr. Tompkins, if Roby Kidd were here, he would probably say, "Well,
Jimmy, you may have been a pest, but you were an animateur, a catalyst."

Thomson: I always believed that we had the responsibility to actively and
educationally intervene in the life-situation of those who the system had ren-
dered helpless and inactive .. we thought we could be both a catalytic presence
and deeply respectful of those we were working with ...

Laidlaw: Moses Coady, with whom I worked as assistant director of St. Francis
Xavier University Extension Department in the 1940's and 1950's, spoke of the
active participation of the learner in the educational process. We believed that
voluntary adult education must spring from within the learner and from his or
her motivation. The educator of adults should try to discover the matters of
greatest need for the learner and the educator must accept where the learner is.
Because we believed that learning took place best in a social environment,
emphasis was placed on discussion and open dialogue. But all of us believed that
the question Adult Education for what? was of far greater importance than all
the foregoing principles ...

McNaughton: I want to comment briefly, on Laidlaw's observation of how
important the group experience was for thc adult education movement. Well, in
the agrarian farm movement we discovered early on that face-to- face study
circles were the key to building a participatory democratic culture. There, in the
everyday activity of the locals, men and women learned democracy by actively
participating in meetings that were relatively free and egalitarian places to build
self-confident persons and collectivities ...



2. We Have with Us Yesteroay: Michael R. Welton 51

Henson: We were all searching for pedagogical practices that were in harmony
with our commitment to developing democracy through an enlightened citizenry
... All of my projects the folkschool movement, library development, leadership
training classes, artistic activities, actions in the Black community involved
people organizing around a common need and action for community better-
ment. We never imposed our views or programs on communities.

When I was sorting out the way I wanted our Division to work, numerous
organizations were present in the rural communities Farm Radio Forums,
Citizens' Forums, co-ops, labour unions, Women's Institutes, Home and School
Associations, and churches. I believed that the local and voluntary group was the
natural carrier of adult education; the Division's role was to stimulate and
support these groups. I supported study groups by training study group leaders
in discussion methods. I chose fieldworkers to work closely with communities
throughout Nova Scotia. Our community-based adult educators had to know
how to get people together to talk about common interests and what they needed
to accomplish their purposes. Today, our popular educators would speak of
coalition-building skills ...

Fitzpatrick: In Frontier College we discovered that an effective teacher of op-
pressed or marginalized adults had to try to share the life of those he was teaching.
I tried to recruit empathetic young men (and later, women) from the universities
to travel into the camps to work with the labourers by day and teach them by
night. You could say that we invented a new type of educator the labourer-
teacher. Empathy was the primary characteristic of the kind of ad ult educators we
needed ...

Thomson: In all of my experiments in group living and adult education, we chose
methods that would help people to discover their own power to re-fashion the
institutions in which they were enmeshed.

And as self-motivated individuals, to build co-operative institutions in local
communities, the region, the nation, and the globe. For me, the small study
group was the indispensable context for learning to transform self and society
through dialogue and action. As I listen to my old colleagues, I think it is safe to
say that our vision of a revitalized and participatory democratic society drove us
to discover new methods of teaching adults.

For example, the National Film Board's rural and industrial film circuits was
an innovation that, like Frontier College, created a new form of teacher, the
projectionist-animator. If we had more time, all of us could tell many stories about
these projectionists ... dragging their heavy projectors and films by stoneboat in
-30 degree Prairie weather to some small hotel at 3:oo a.m .... in preparation for
the next day's showing of films in schools and local community halls ...
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McNaughton:Yes, sometimes it is easy to forget how inventive we were, and how
many different kinds of teachers of adults there really are! Mysister in struggle,
Beatrice Brigden, the socialist-feminist activist, used to teach adults by giving
oral recitations in labour halls and community centres throughout western
Canada. She was theatrically trained in Toronto, and used to recite progressive
literary works for audiences numbering in the hundreds!

I was a journalist-educator. Our farm newspapers were absolutely crucial
educational vehicles, ways of reaching and teaching farm women about the
important issues of the day. Ah! I used to end all my columns, 'Yours in the
struggle.'

Coady: Indeed ... the Antigonish Movement used the Maritime Cooperator as its
written voice ... it was produced by the women leaders in our movement ...

Thomson:The Canadian Farm Radio and Citizens' Forums are quite well-known
... they were very bold endeavours to invent ways of engaging vast numbers of
adults in learning that combined listening (radio), studying (reading and reflec-
tion) and action (creating projects). Those of us who were involved in these great
national projects had to think seriously about new dimensions of teaching adults.
How did one teach adults effectively through the radio medium? How did one
write effective curricular materials for adults? One might say that those of us who
were adult education daydreamers were in the beginning stages of discovering
what it really meant to create a learning democracy ... (At this point, the lights
begin to fade and a rustling of wind is heard in the background).

Moderator: We could go on very much longer. But our time is almost up. Our
visitors from yesterday must return to whence they have come. But we have had
a grand opportunity for them to continue to live in our memories. Someone has
said that our struggle today is also a struggle of memory and forgetting.

Sources
This imaginary dialogue does not conform to standard historical writing. But the
words of our characters have been largely taken from archival sources. We are
hearing authentic voices. But I have taken liberty to capture the spirit of their lives
and thought, as I have imagined how they might have spoken to one another and
reflected on their work. You will notice that I have assumed that our male voices from
yesterday are aware most of the time of the sexism of their earlier language, and have
changed their words where it seemed appropriate. I assume that even the dead can
learn which is, of course, decidedly unorthodox.
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Chapter 3

Valuing What We
Do As Practitioners

James A. Draper

Practitioner's Summary

Draper's chapter draws us to a topic that educators rarely consider: philosophy.
He explains that philosophy "encompasses the principles, values and attitudes
that structure our beliefs and guide our behaviours in work as well as in the whole
of our daily life." By providing a capsule view of five general philosophical
orientations evident in the practice of adult education, this chapter encourages
us to reflect and articulate our own personal philosophy.
Questioning our own values and beliefs and their reflection in our workas adult
educators, this chapter helps us to understand why we behave and thinkas we
do.

Draper provides a brief description and comparison of five philosophical
stances and their link to adult education:

1. Liberal philosophy:

lntendedto "liberalize" the human spiritthrough the development of rational and
critical thinking capacities", it is tea cher-centred, with lectures as the predomi-
nant teaching method.

2. Progressive philosophy:
The intent is to free students from the predominance of objective or scientifically
rational thinking and to value their own experiences thus making education
relevant. The teacher is seen as the organizer and the guide. Education is given
a pragmatic thrust through individual and group projects and field trips.

3. Behaviourist philosophy:

"Growing from the stimulus-response work of B.F. Skinner and others ... the
intent is to change behaviour in terms of stated predetermined goals." This
sequenced, task-oriented approach to education may not take account of the
student's choices or previous experiences. The teacher's role is to see that
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learning modules are followed and successfully completed towards an ultimate
goal of measured achievement, sometimes with tangible rewards.

4. Humanist philosophy:
The intent here is to focus on the social context and the individual's ability to
promote social change throuah recognizing the potential of personal growth and

self actualization.The teacher is seen as an empathetic facilitator who is himself
or herself on a quest of self-discovery.

5. Radical philosophy:
Initially based on Marxist-socialist ideology, focuses on producing"free and
autonomous persons by liberating them from their oppression", and begins by

"raising their consciousness" about everyday experiences The intent here is to
change power relationships between individuals and groups. The teacher is a
participating facilitator who engages the students in "dialogue" and the devel-
opment of a "critical consciousness" as essential elements.
Draper notes that in actual practice, there are seldom "clear and rigid bounda-
ries" between the philosophies, each may be useful for differing aspects of an
educational program and therefore "each orientation should be determined by

the purposes to be achieved."
He provides provocative lists of questions to enable the adult educator to

place his or her own philosophical preferences, and notes how our daily
language and behaviour displays our philosophy. He highlights the importance
of "generic principles" in all teaching and learning and concludes by emphasiz-
ing the need for open dialogue on philosophy.
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Editors note: This chapter has been adapted from Draper and Taylor (Eds.) (1992)
Voices from the Literacy Field. Toronto: Culture Concepts Inc. Reprinted with
permission.

Why Should We Consider Philosophy?
A discussion of our values or philosophy of practice is more than an academic
exercise. We may not be conscious of it but each day we live our philosophy.

Philosophy encompasses the principles, values and attitudes that
structure our beliefs and guide our behaviours in our work as well as
in the whole of our daily life.

But to what extent do we articulate and understand these values, assumptions,
beliefs and attitudes which guide us? Our individual or collective philosophies
are the basis upon which we defend and practice what we do. The way in which
we perceive and deal with issues are determined by our philosophy.

Many questions which practitioners ask challenge their beliefs. For example:
On what basis do we argue that one teaching method is preferred over another?
Why do we believe that developing curriculum materials with the involvement

of students is better than the development of textbooks written by experts?
Why does the criteria for evaluating our programs, imposed upon us by a

funding agency, sometimes conflict with our feelings of how our student-
centred program should be evaluated?

What determines the type of relationships we wish to develop between instruc-
tors and students? Between our agency and its surrounding community?

In our training programs, what determines what we will teach?
What criteria do we use and what qualifications do we look for when selecting

instructors to work in our programs?
What determines the words we use to describe our programs?

What this chapter is about
This chapter begins by looking at how our behaviour raises philosophical
questions and encourages us to reflect on and articulateour personal philosophy.
And how this is expressed in our work.

This is followed by a description and discussion of five general philosophical
orientations, all of which are evident in the broad field of adult education: liberal,
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behaviourist, progressive, humanist and radical. The relevance and practice of
these in education is then illustrated. The next section discusses how our values
as educators are expressed in our daily behaviour and language. The importance
of language and the need to take our words seriously follows. Finally, we see that
values and assumptions are integral to the way in which we plan, implement and
evaluate our programs.

What Do We Mean When We Talk About Philosophy?
It is a human tendency to feel that what we do is rational, that there are reasonable
explanations for our behaviour, that we are right in what we think and do. We
do not usually articulate these feelings. We just take them for granted. Our
philosophy of life, those beliefs and values which guide us in our work and our
relationships with others, are an integral part of our identity that we seldom
question. But can they also limit our perceptions? Are there other views to listen
to and benefit from? Are the assumptions we make about the educational needs
of others really a projection of our own values? How do we know? And how shall
we do it?

All of these are philosophical questions.

'Being able to answer these and many other questions helps us to
understand and implement the programs in which we are involved,
irr!uding the identification of training needs, curriculum planning,
delivery, evaluation and the selection of teaching materials. Philoso-
phy affects them all.

The Random House Dictionary (1987) defines philosophy as "a system of
principles for guidance in practical affairs; the rational investigation of the truths
and principles of being, knowledge, or conduct." Articulating our personal
philosophy helps us to understand why we behave and think the way we do.

Furthermore, it helps us to understand the consequences of our behaviour
and the influence our philosophy has upon others. It helps us to be consistent but
also challenges us to question our inconsistency. It can help us in communicating
with others, providing we take care to openly express our values and assump-
tions. It may help us defend our actions. "I use this teaching approach because
it expresses the philosophy I believe in."

Being able to articulate our preferred philosophy also helps us to be more
professional as adult educators. That is, it helps us to describe our behaviour
through a thoughtful and theoretical point of view. The generalist practitioner
is often only able to describe what is done, not why.

!Articulating our beliefs and values also helps us to bridge theory and
practice; to more clearly see the relationship between education
and society, and the various social, economic, political and cultural
forces which influence education.
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Our philosophy influences our practice, and practice illuminates our philoso-
phy. Rooted in our individual history and the history of our society, our
philosophy is always personal yet it identifies us as members of a group. Focusing
on our explicit beliefs helps us to both utilize and create knowledge, especially
when we are open to the beliefs of others.

Labelling our Philosophies
In their book, Philosophical Foundations of Adult Education, Elias and Merriam
(1984) discuss five philosophies: liberal, behaviourist, progressive, humanist,
and radical. What follows is a brief description and comparison of each and their
link to adult education.

Looking at a liberal philosophy
Arising out of early Greek thinking, tlyz purpose of liberal education was to
develop a person's intellect and morals (the distinction between right and
wrong) and to develop the ability to make wise judgments.

The intent was to liberalize the human spirit through the develop-
mentof rational and critical thinking capacities. This is still the intent
of liberal arts programs in universities today. The student was
usuallyguided byan authority figure, a teacher who was conversant
with the content. Being teacher-centred, the dominant teaching
method was the lecture. The liberal tradition was intended to be a
discovery of the self with external assistance, and what a person
learned was expected to be reflected in their everydaylife. The early
history of Western education for instance, often had a moral over-
tone, focusing on the reading of the holy scriptures or the classics.

The relevance of this orientation to adult education programs is the value which
it places on the quality of the 'philosophical' content which is being read,
presenting to the reader new and relevant ideas which often go beyond the
classroom.

IThe liberal tradition attempts to teach people to think, to reason, to
question, and to engage in timeless reflections and discussions
about justice, truth and goodness.

Looking at behaviourist philosophy

'Growing out of the stimulus-response work of B.F. Skinner and
others, this philosophical orientation aims to change behaviour in
the direction of pre-determined stated objectives. The goal of be-
haviour modification or conditioning is tea cher-directed and teacher-
rewarded.
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The student is led through a sequencing of learning modules toward an ultimate
goal which can be measured. Competency based training is a prime example of
this philosophical orientation, where the outcome and the means for reaching it
are pre-programmed. Reaching this end goal is all important. This philosophical
orientation is sometimes criticized since the student gives up a degree of
freedom, putting himself or herself in the hands of another person in order to
reach a predetermined goal which, it is presumed, has some value to the student.
While the student and the teacher enter into a kind of contract with one another,
this task-oriented approach to education often ignores the previous experier :es
of the student and the choices of learner response may be limited.

This approach to education is practised in many traditional programs where,
for example, the student's goal is to prepare for an examination leading to a
formal certification or where one is taught to master specific sequentially
arranged skills such as learning to use a computer.

Looking at progressive philosophy
Beginning in the early part of this century, this philosophy grew out of a socio-
political North American context characterized by industrialization, utilitarian
values, the expansion of vocational training, capitalism, citizenship education
and language training of new immigrants, as well as the increasing predominance
of the scientific method and rational thinking (lPft brain) in objectively explain-
ing human behaviour. These values were reflected in the public schools which
were often isolated from the daily life of the community and characterized by an
authoritarian approach to education, focusing on facts and memorizatior.

A reaction against this was an attempt to progress towards an education which
would introduce new attitudes, ideas and teaching methods.

'The intention was to free students to value the experiences they
already had; to make education relevant and applicable by develop-
ing skills of problem solving and by using a scientific method to
discover knowledge through field trips and projects.

The teacher became the organizer and guide. Education became more democra-
tized and more focused on the pragmatic, and was seen to be both experimental
as well as experiential.

This progressive approach had a profound influence on the practice and
theory of adult education. Individual experiences were valued and encouraged.
Participation in one's own learning, with degrees of control over what is learned,
and the idea of human developmental potential took on a new depth of meaning.

This philosophy also helped to raise questions about the social responsibility
of institutions such as schools and private industry. Beginning with an assess-
ment of learner's needs, this approach to education was seen as an instrument of
social change. Much of the spirit and practice of this progressive philosophical
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approach is seen today in many adult education programs, especially those which
are community based.

Looking at humanist philosophy
The progressive philosophy focused on the social context of individuals and their
ability to promote social change. The humanist philosophy differed because it
focused on personal growth and self actualization. It arose out of an 18th century
reaction against the authority of traditional institutions and the anonymity of
industrialization which was thought to dehumanize the individual.

Viewing individuals holistically, humanistic philosophy valued the
intrinsic, intuitive (right brain), ethical sense of people and their
willingness and ability to take responsibility for their own learning
through a process of self-direction,self-evaluation and self-actuaii-
zation.

This approach focused on encouraging people to explore the depths of their
feelings, building self-concept, and valuing human life. The goal was to maxi-
mize human potential, building on the innate goodness of the individual, with
the support of empathetic teachers as facilitators and partners in learning who
were themselves on the quest of self-discovery. This philosophy is especially
evident in adult education programs today which value learning as a process (see

Barer-Stein and Connolly's chapter) and which encourage discussion and self-
discovery.

Looking at radical philosophy
Based initially on Marxist-socialist ideas, the radical educational philosophy set
out to produce free and autonomous persons by liberating them from their
oppression. The first step is to 'raise their consciousness' about their daily life
experiences. In doing so, people describe their 'world' (their community and
surroundings), exposing those forces which they believe prevent them from
reaching their potential.

To free themselves from oppressive elements, it is important for people to
discuss these elements in groups. First they articulate and critically examine their
"world" (for example their workplace), then they plan actions to gain greater
control (power) over their lives, thus changing the system which they believe to
be the cause of their oppression. Being involved in the process of change provides
people with a shared vocabulary.

IThe radical philosophy more than any of the other orientations,
acknowledges that it is a political one. The goal is to change the
power relationships between individuals and groups.
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Groups which gather to discuss their social issues are examples of this philo-
sophical orientation and out of this process people may realize the need to
develop various skills. On the other hand, such programs are sometimes used to
bring people together to discuss political and economic issues and education
becomes a secondary focus. This philosophy attempts to democratize and
humanize society by questioning its assumptions and myths. The process is often
guided by a participating facilitator-teacher. Dialogue and the development of a
critical consciousness are essential elements in the process. Improving the quality
of life and extending the choices in people's lives is another goal.

This philosophy is one that is frequently misunderstood in both its interpre-
tation and application. Too often people think of this as a method only and not
as a philosophy. In fact, R.... both. One can practice radical philosophy in any
human situation, for example, in examining the sources and form of power in
one's family or one's workplace. Depending on the tolerance level of those who
have power, this process can lead to mutually constructive and peaceful changes,
which in themselves may extend the tolerance for change.

The radical philosophy makes reference to the 'colonizing of the mind' which
refers to the labels which are often used to describe people, such as troublesome,
inferior, un-intelligent, lazy, immoral, stu ?id. Frequently internalized by those
who are labelled, these often result in negative self-concepts. Sadly, there are all
too many examples of the dehumanizing effect of blaming the victim, of labelling
people who are on welfare, illiterate, unemployed, poor or disabled. Often the
first task of an educational program is to begin, not with the teaching content or
skills but to focus on eliminating negative internalized labels, in order to revive
individual self-esteem and dignity. Only then can education provide an open
door to learning.

Philosophically Where Do We Stand?
Given the above descriptions of the five philosophical orientations applicable to
education, an adult education instructor in a program might begin by asking
which one best describes my approach to education? "Do the methods I use in
my work match with what I say I am doing?

A similar question can be posed as well for the employers, planners and
managers who are associated with these programs. Quite naturally, these persons
may see themselves in more than one of the philosophical orientations, depend-
ing on the context in which they are working. "Sometimes I do things this way
but at other times another approach seems more appropriate."

In practice there are seldom clear and rigid boundaries. The appli-
cation of these philosophies are situational, often determined by
educational goals (which may conflict with each other), the re-
sources and time available, and especially by the content, skills or
attitudes to be learned.

2
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The comparative value of the five orientations can be useful to those responsible
for the different parts of an educational program. Each orientation is determined
by the purposes to be achieved. There are specific expectations of students and
teachers in each orientation. Each is also characterized by predominant methods
for teaching and learning and is described by key concepts.

Understanding Our Own Philosophical Orientation
In an attempt to understand the essence of each philosophical orientation and as
a way of assessing our own teaching philosophy, the adult educator might ask:

What is the role of social change in each orientation?
Does our philosophy focus on perpetuating the status quo or in bringing about

constructive change? Change from whose point of view and to what ends?
Does the program value experiential learning, questioning and exploration, and

the interaction with others in working toward the achievement of educational
goals?

Are these processes stated explicitly as intended outcomes of the program? Or
is the program focused on the achievement of pre-determined end goals, such
as in a behaviourist philosophy? Or both?

How is the individual (as compared with the group) valued in the program? Is
the focus of the program on individuals competing with each other or are
individuals encouraged to interact, share, cooperate and support each othe:
in their learning?

Is individual learning assessed consistently with the stated goals of the educa-
tional program? Is the evaluation done by the student or by an authority
figure? Or is evaluation a cooperative effort?

Finally, is the program built on a model which Barer-Stein (1992) calls Rote
Internalizing as compared with Reflective Internalizing? That is, are individu-
als expected to learn solely through rote memorizing, (expected to repeat
what has been presented to them) or are they encouraged to submit their
accumulated learning to a process of critical reflection?

Gaining a familiarity with the alternative philosophies, educators can under-
stand more clearly what they are doing and why. They may become more aware
of and value alternative approaches to planning educational programs. If noth-
ing more, an awareness of these orientations might minimize contradictions
while at the same time clarify goals and outcomes of a program.

IEach philosophical orientation has its place within the rich diversity
of educational practice. With experience, the educator will know
when to use a particular method or practice a particular philosophy.
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Sometimes it might seem that there is a contradiction between a person's general
philosophical approach to teaching (which may be humanistic) and the need to
apply a different philosophical approach (behaviouristic) for a particular situa-
tion. Sometimes short term goals such as acquiring basic knowledge and prelimi-
nary skills can be achieved best through "behavioural objectives" yet the long
term goal may be to make use of those acquired skills in creative ways.

Flexibility is more important than rigid adherence to a particular philosophy
or method. The effective educator is able to orchestrate all the variables of a
program without losing sight of the overall goal of holistic human development.

The Importance of Language in Expressing a Philosophy

IIA philosophy is expressed through people's attitudes and behaviour
but also through the language which they use to describe what they

do.

Is the practitioner's language genuine? That is, are current terminologies being
used but neither understood nor practised? For example, it is relatively easy to use
current terminology, such as "learner centred" or "community based" or "self
directed learning" without really knowing the meaning of these terms or the
implications of practising them. The words used by the radical philosophical
orientation, words like "power", "social change", and "critical consciousness"
are in vogue today but are they understood in the context of local action?

An adult education program might encourage its participants to become
more self-directing, to offer their suggestions on how things might be done
differently, to value and encourage creativity (which begins with constructive
criticism about how things are currently done), and to build a "team environ-
ment". The achievement of such goals exposes the power and political relation-
ships between people and nurtures individual critical faculties, helping to bring
about degrees of social change.

Each philosophical orientation has key words that describe its main focus. For
example, what are the different meanings of such words as facilitator, instructor,
teacher, guide and tutor?

Much of the vocabulary used today in adult education is now taken for
granted. Some has been rediscovered from past usage and some has come from
a radical philosophy within a Third World or developing nations context. For
example we speak of equity and justice as the real end goals of education. Value
laden words such as freedom, exploitation, struggle are also used. The end goal
of education may be the empowerment of the individual, or education may be
seen as a synonym for self-reliance, for liberation, for independence. Although
seldom stated explicitly, all educational programs are expressions of an ideology,
a philosophy, and a kind of vision .

6,i
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From the language we use and from the goals we develop, we can speak of
generic and philosophical goals for education. In an educational program, not
only content and subject matter are being taught. We know that adult students
are also reacting to the program environment, developing attitudes about the
subject matter, reacting to the teaching methods being used and becoming aware
of how they are perceived and treated.

A Generic Approach to Training and Teaching
In the midst of this discussion of philosophical stances in education, it may be
useful to pause and describe some generic educational goals which transcend all
educational programs.

The development of communication skills of listening, speaking and writing.
The valuing of learning as a lifelong process.

The development of skills to retrieve and store information.
The building of positive attitudes about oneself as well as developing the skills

of critical thinking.

The practitioner needs to consciously teach for these goals. They will not
automatically come about. All too often the absence of an articulated philosophy
tends to narrow rather than broaden the stated goals of education. Comparing
the different approaches to education, the practitioner can imagine:

Perceiving the student learner as one who is dependent on others for direction,
compared to one who is interdependent/independent and self-directing.

An educational program which is subject matter centred compared to one
which is task, problem or self-centred.

A program which students enter because of external or imposed forces as
compared with one in which the student voluntarily and enthusiastically
participates.

A program which has been planned by an authority figure or expert, such as a
teacher specialist, as compared with one in which the planning is democra-
tized and includes wide participation, and involvement of the students.

Which philosophy does your program portray? How do we balance short term
and long term goals? Our philosophy of teaching and learning can be enhanced
by being more precise with the vocabulary we use to describe what we do.

The Need for a Dialogue on Philosophy
A number of questions further help to focus on the need for a dialogue on
philosophy. For example, how do we account for differing cultures which
provide differing orientations, differing perspectives and perhaps differing

0 4;
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philosophies in any organization and in any classroom? Where is the place of the
educator as learner in the educational program? Is education to focus only on
learning immediate skills or does it include goals which help people become
more socially responsible and more critically reflective? Does our educational
philosophy help people to reflect on possibilities and to make choices?

We know that education is not a neutral enterprise but involves both political
and philosophical decisions, and influences all aspects of an educational pro-
gram from its original inception to the teaching and evaluating. We know that
particular philosophies, based on particular assumptions about human natui e,
can help to democratize an education program and society. There needs to be a
compatibility of management and infrastructure with the philosophy which we
expound and want to emulate in the classroom.

We know that our philosophy, like culture and values, is learned. Our
philosophy may encourage us to seek partnerships with student learners, with
the community, and with other organizations. Or it may encourage us to remain
closed. We know also that the forces which influence our behaviours are real and
may conflict with our preferred way of behaving. For example a funding agency
may impose a quantitative model of evaluation upon a program which values
qualitative outcomes of learning. Similarly, organizational policies may be
incompatible with the philosophy of a workplace education program. How do
we philosophically handle these and other contradictions?

Finally, we know that our philosophy is an expression of an ideology.

I By understanding our values we maximize the rationality of our
behaviour. Our philosophy is the foundation upon which we act.

These are the rudders which steer us through our daily life and which determine
how we will teach and behave in countless other ways. A philosophy is not a
theoretical thing that other people possess. It is the profound understanding
which provides meaning for each individual.
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Chapter 4

Women as Learners
Dorothy MacKeracher

Practitioner's Summary

This chapter is aboutwomen as learners, but even more specifically, it provides
insightful commentary from feminist research to illuminate every adult educa-
tor's teaching with all adults.

While most adult educators incorporate humanistic principles, women have
become aware that such planning and facilitating approaches may be insuffi-
cient in several important ways: small groups do not always confer equity, even
a so-called supportive environment may not lead learners to feel empowered,
the relative independence of self-directed learning maynot be appropriate for all
learners, learning skills may not be adequate.

Beginning with an explanation of Gilligan's (1982) comparison of the tradi-
ticna I Justice Model with a developed Care Model of moral reasoning,
MacKeracher points outthe lack of responses from women in the Justice Model
developmentwhich is based on equality, fair rules and moral contracts does
not take into consideration the typical moral reasoning of women which is based
on concerns for connectedness to others and responsiveness to the needs of
others. This is not to say that one model depicts men and the other depicts
women, it is justto point outth at at leasttwo models of moral reasoning exist and
should be considered.

Self identity and self development also emerge as important considerations
in the different ways that learning may be affected. The traditional view of self
development, for example, describes the emergence of a separate or autono-
mous self which is separate from others and independent in its relations. Other
differences emerge from research by Lyons (1987, 1990) to distinouish this type
of development from the cornected or relational self development in which
interdependence and interactive relationships are deemed dominant

Other factors that emerge from feminist research, particularly from the work
of Belenky and associates (1986) revolve around shifts in thinking. These are
shown to move from Dualistic Thinking dominated by a belief in the certainty of
truth and knowledge, towards Multiplistic Thinking which permits the notion of
the uncertainty of truth and knowledge with the concommittant necessity of
encouragement to hold ideas and opinions differing from authorities, and to
identify one's own ideas through independent thinking. Finally, Relativistic
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Thinking describes a contextual perspective of thinking where ideas can be
understood in relation to their context, where anyone can contribute to a
knowledge base, and where truth relies on what makes sense within each
context.

Another contribution emerges from the work of Lyons (1987) and Wingfield
and Haste (1987) helping to distinguish and to understand learners with the
notions orsepa rate' and 'connected'. MacKera cher provides an intriguing table
to document and summarize these characteristics. For readers involved in
research, separate and connected ways of learning will also echo objective and
subjective modes of research.

Ma cKeracher defines Feminist EducatiOn as being concerned with the con-
tent of what is taught in the formal education of girls and women, while Feminist
Pedagogy to be concerned with the processes and the teaching methods used.
She lists nine clear ideas emerging from study and res9arch which inform
feminist pedagogy and concludes with a plea for the sensitive integration of this
knowledge into all adult Naching and learning.



71

Chapter 4
Women as Learners
Dorothy MacKeracher

What Makes Women Feel Left Out?
This chapter is about women as learners and about how we, as adult educators,
can make the educational programs and activities we plan and implement more
responsive to women's styles of learning.

In the field of adult education, most educators believe in humanistic values in
dealing with all learners. They plan programs which strive to maintain equity
among learners, introduce content which is relevant to the needs of the learners,
provide opportunities for learners to be self-directing, create an environment
which supports and values individual learners, and implement activities which
encourage the development of learning-to-learn skills.

Women have become aware that such planning and facilitating approaches
are sometimes not enough. For example, we know that:

I

small group discussions do not confer equity on all members of a
learning group; a supportive environment does not lead all learners
to feel empowered enough to share what they know; the relative
independence of self-directed learning is not appropriate for all
learners; and learning-to-learn skills may help in learning through
thinking but not necessarily in learning through doing.

What is it about women's learning which makes them feel left out of many
educational endeavours? Such knowledge might help us understand other
groups in our society, such as the poor and minority racial or linguistic groups
that have been left behind by the educational system.

In this chapter, I'll begin by considering how and why women's experiences
must be reclaimed in order to expand our understanding of human behaviour in
general. Then I'll review some of the ideas which have emerged recently from
feminist research and commentary about women as learners. At the end I'll
return to the issue of how we, as adult educators, can use these ideas to expand
our understanding of human learning and to improve our approaches to
facilitating the learning of both men and women.
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Reclaiming Women's Voices:
The Justice Model and the Care Model of Moral Reasoning.

IMuch of the literature on adult learning and development is written
by men about male behaviours which are described as "normal" for
all humans both men and women.

To help us understand how the female voice has been left out of our traditional
understanding of adult learning and development, we'll look at the work of Carol
Gilligan (1982) who draws our attention to the development of moral reasoning
and how this may help us to understand adult learning and development.
Traditional opinion about morality tells us that, in order to become morally
mature, we should develop and use ideas which focus on justice, equality among
persons, the value of fair rules, and setting, maintaining and abiding by moral
contracts between persons and social groups.

However, we find that the research upon which this justice model was based
either did not include any females as participants, or the caring responses that
were gathered from girls and women did not fit into the justice model and were
ignored. Yet written reports about the justice model explicitly state that it
describes the full range of moral behaviour and is equally true for girls and boys,
women and men.

Gilligan (1982) proposes a second, equally valid approach to moral reasoning,
described as a care model, which focuses on concerns for being connected to
others and the value of responsiveness to the needs of others. These two models
of moral reasoning focus on different moral concerns, moral problems and
moral ideas as outlined in Table i.

Gilligan (1990) reports that while most of the men and women in her studies
were able to utilize both models of moral reasoning, two-thirds of them focused
on one model, elaborating one set of concerns and minimally representing the
other. She also reports that the tendency to focus on one model was equally
characteristic of both men and women but the care focus was almost exclusively
a female phenomenon. Further, if girls and women had been eliminated from her
studies, the care focus in moral reasoning would virtually disappear.

The justice model of moral reasoning is not the only theory which describes
human behaviour on the basis of male examples. Such an approach is also found
in Piaget's model of cognitive development, Freud's model of sexual develop-
ment, and Erikson's model of psychosocial development. Since such theorists
have dominated our thinking about human behaviour, women have consistently
been excluded from the development of the knowledge base which guides our
behaviour in everyday life. When women have been included it has been because
of unusual abilities or circumstances and not because they are representatives of
their gender. In the social sciences, therefore, the experiences and opinions of

6 3
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Table 1

Comparison of Justice & Care Models of Moral Reasoning
(Based on ideas described in Gilligan, 1982,1990)

Focus of concern

Moral problems
defined in terms of

Moral ideals defined
in terms of

Justice Model

Equality among persons
Fair rules
Moral convacts
Reciprocity
Rights of individuals & society

Oppression
Inequity
Exploitation

Respect
Equality
Honour

Care Model

Being connected to others
Being responsive to the needs of

others
Understanding others
Needs of individuals & society

Detachment
Abandonment
Neglect

Attention
Regard

Care

women rarely are included in our understanding of human behaviour. Gilligan's
work helped women to understand how they had been left out of one theoretical
explanation of human behaviour and challenged all of us to examine other
models more carefully.

Questions which remain to be answered include: How are other descriptions
of human behaviour inaccurate with regard to girls and women? What must we
understand about the behaviour of girls and women to develop a more integrated
view of human behaviour? How is the well-being of girls and women affected
when they are left out of descriptions and explanations of human behaviour? In
this chapter we will address these questions in terms of adult learning.

Four Lines of Inquiry:
Knowing and Thinking about Women as Learners
Our knowledge about women's learning is based on research published since
1975 and emerges from the intersection of four lines of inquiry. The first line
examines the experiences of girls and women within the educational system. The
second comes from studies on the development of self; the third from studies on
the nature of the content and processes which appear to dominate the learning
of most girls and women; and the fourth from feminist pedagogy and concerns
about the education of women, particularly in relation to Women's Studies
Programs. I will consider each of these lines of inquiry separately and then
attempt to integrate the dominant themes.
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1. Women's experiences in the educational system
ISince the women's movement began, female educators ha ye scolded
the educational system for failing to meet the needs of female
learners. (Spender & Sarah, 196'0)

Gloria Steinem (1992) suggests that one factor which prevents women from
knowing that all is not well for them in the educational system, is that women get
good grades, often better than their male counterparts.

Since grades are the measure of academic life, they obscure the larger question of
what is being learned: that a female student may be getting an A-plus in self-
denigration. (Steinem, 1992)

Steinem reports that research shows that the self-esteem of girls begins at
relatively high levels in the elementary grades, begins to fall off in the secondary
grades, and declines with women's successful passage through the various levels
of colleges and universities.

Joan Gallos (1992) describes the fear and self-doubt that women experienced
when they participated in a graduate program on management development, in
which they were asked to answer the question "Who am I?"

The women felt deep terror that they would not be able to understand, that they
wouldn't know what to do, that they would demonstrate that they did not belong
(in the college), that they would show everyone their "dumbness." They felt self-
doubt that they wouldn't have anything important to say, that their fears about
themselves and this undertaking were justified, and they would be lost. (Gallos,
1992)

Gallos goes on to state that women approach learning with more self-doubt and
experiences of alienation than their male counterparts. Because cultural and
personal experiences support women's silence, we should not wonder at wom-
en's doubts about their ability to make a valued contribution to educational
discussions.

Gallos believes that the alienation women experience in the educational
system stems from two sources. First, there are important developmental differ-
ences between men and women which can effect howeach think, know and learn.
Second, the basic structures of our educational system teaching methods and
knowledge are informed by male-based ideas and experiences which may
undermine women's approaches to learning.

2. Development of self in two modes: Autonomous and Relational
Gilligan's work on the development of moral reasoning identified a "different
voice" in women's conceptions of self and introduced the concept of the
"connected self" to expand our understanding of human development. Other
writers echo Gilligan's theme in describing the nature and development of a
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Table 2

Comparison of Two Modes of Self Definition
(Based on ideas described in Lyons, 1987,1990)

Separate/Autonomous Self

Major focus of self Autonmous in reiation to

definition others
Independence

Basis for self
definition

Relationships
between self and
others

Through seeing oneself as if
through the eyes of
significant others

Experienced through
reciprocity

Maintained through
impartiality, objectivity and
increasing distance
between self and others

Others are assumed to be
more similar than different
in comparison to self
(making reciprocity
possible)

Connected/Relational Self

Connected in relation to others
Interdependence

Through interactive relationships
with significant others

Experienced through interdepend-
ence

Maintained through concern for
other's well-being, understanding
needs and

contexts of others, and reducing
distance between self and others

Others are assumed to be more
different than similar in comparison
to telf (making responsiveness
necessary)

"separate" or autonomous self and a "connected" or relational self. A compari-
son of these two forms of self definition is provided in Table 2.

Separate/autonomous self
The traditional view of self development describes the emergence of a separate
or autonomous self which is separate from others and independent in its
relations with others. Through these predictable sequences of behaviours, the
individual moves from an immature self (participating in unequal relationships,
feeling powerless and using dependent behaviours) toward a mature, equal,
empowered and independent self. Since other persons are assumed to be similar
to oneself, the individual is able to understand the others' points of view without
much difficulty. Reciprocity allows the individual to be impartial and objective
and to maintain a distance between self and others.

Connected/relational self
Women's views of self development (Gilligan, 1982; Miller, 1986) describe, in
addition to the separate or autonomous self, the emergence of a connected or
relational self that is linked to others yet interdependent in relationships. The
development of this self is viewed as a multi-dimensional and complex process,
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emerging through life's expected and unexpected experiences and changes.
(Schlossberg, 1984) It is defined and discovered through interacting w;th others
around mutual concerns for each other's well-being and of responsiveness to the
needs of others. (Lyons, 1990)

Since others are assumed to be different than self, mutual relationships are
maintained and sustained by considering others in terms of their specific
contexts and needs, but not necessarily in terms of strict equality.

ITo be responsive implies seeing others in their own terms and being
open to different ways in which others make sense of their own
situations and experiences.

These two different forms of self development are described as being gender-
related but not gender-specific. Most of us define ourselves in terms consistent
with both the connected and separate self. Men and women who have reached
maturity in their self development are able to use and combine both ways of
defining self, more or less equally.

'Since we know that an individual's self-concept is a central factor in
learning, we can assume thatthe manner in which learners describe
themselves becomes a crucial element in how they go about learn-
ing.

Understanding changes leading to maturity as learners
Ways of thinking: dualistic, multiplistic, relativistic
What changes do women and men go through as they become more mature and
more competent as learners? Much of this research began as a re-examination of
the ideas of William Perry (1970) who reported that, during their undergraduate
years, the thinking of male students shifts from a reliance on dualistic thinking
to multiplistic thinking and then to relativistic (or contextual) thinking. Beyond
the relativistic phase, the changes that occur in thinking are found not so much
in the processes, as in the learner's commitment to ideas and the learning done
as a consequence of these commitments.

In dualistic thinking, students believe that knowledge is either right
or wrong, that the truth of knowledge is certain, and that authority
figures cannot (should not) be questioned about truth and knowl-
edge.

In multiplistic thinking, students discover that truth and knowledge
are sometimes uncertain, that authority figures sometimes disagree
with each other about what is true, that students are (sometimes)
encouraged to hold ideas and opinions which differ from those of

72
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lauthorities, and that one can (should) identify one's own ideas and
opinions through independent thought.

In relativistic thinking,students discoverthat knowledge can only be
understood in relation to the context in which it was developed, that
anyone can contribute to the knowledge base which is used in each
context, and that truth is what makes sense within each context.

These shifts in thinking are also found among women. Mary Belenky and her
colleagues (Belenky, Clinchy, Goldberger & Tarule, 1986) report that as college
women move away from dualism, they need to understand the ideas and
opinions of others (e.g., authorities, classmates) by hearing about the situations
which give rise to these ideas and opinions. That is, women appear to introduce
a form of relativism into their thinking much earlier than men. One conclusion
from this finding is that the early introduction of relativism occurs because most
women are more likely to rely on a relational self when they enter formal learning
activities.

Based on other studies which re-examined Perry's ideas, Marcia Baxter
Magolda (1991) reports that some students, men more often than women, learn
most effectively in activities which involve mastery Of the material, individual
achievement, working with others to challenge one's thinking, and focusing
primarily on self-directed learning even in collaborative learning activities.
When these learners move to multiplistic thinking, they advocate the use of
research and logic to resolve questions where knowledge is uncertain. They view
discrepancies between opinions as resulting from the selection of different facts
to support their logic, and evaluation as an opportunity to correct both the
selection of facts and the logic used.

Some students, more often women than men, learn most effectively in
settings which involve connecting what one is learning to one's own experience,
establishing connections with other learners, and focusing on a collective or
collaborative perspective even in individualized learning situations.

When these learners move to multiplistic thinking, they advocate listening to
the ideas of others when knowledge is uncertain as a means for expanding their
understanding and reconciling differences. They view discrepancies between
opinions as resulting from a different interpretation of the facts, and evaluation
as an opportunity to demonstrate their understanding of the different sides of an
issue. These differences, which appear once the learners move beyond dualistic
thinking, are consistent with the concepts of separateness and connectedness
which we examined in relation to self development.

Describing "separate" and "connected" learners
Nona Lyons (1987) describes both "separate" and "connected" learners. Her
description can be expanded by drawing on the work of other writers (Wingfield

7,,
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Table 3

Comparison of Two Types of Learners
(Based on ideas described in Blenky & others, 1986; Lyons,1987;
Wingfield & Haste, 1987, Magolda,1981)

Learning concerns

Learning activities

Preferred thinking
styles

Nature of truth&
knowledge

Nature of
evaluation

Separate/Autonomous Learner

Mastery of content.

Individual achievement.

Ask questions to prove truth or worth

of ideas.

Identifying truth.

Challenging ideas of others.

Convincing others through logic ,order

maintained through agreement to

abide by rules.

Conflicts resolved through detached

imposition of existing rules.

Involves doubting or excluding ideas

until their worth has been proven.

Attempts to reveal truth that is

general, impersonal & grounded in

rational, logical thought or

generalized perception of reality.

Prefers self-directed activities;

competition in group activities.

Objectivity maintained through

adopting frame of reference of

discipline (e.g. biology,history) or

authorityle.g. the law, the

instructor).

Prefer to hold thought & faeling

separate.

Analytizal.

Based on patterns & exemplars.

Truth i esides in reliability & validity of

knowledge.

Knowledge separate from knower.

Opportunity to correct errors in

selection of facts and logic used.

Individual accountable for own

learning.

Connected/Relational Learner

Establishing connection to other learners.

Ask questions to understand situations,

contexts, & ideas of others.

Identifying differences in ideas and

opinions.

Listening when knowledge is uncertain.

Convincing others through sharing

particulars of peisonal experiences.

Order maintained through implicit

agreement to avoid conflict.

Conflicts resolved through reconciling

differences.

Involves believing other's ideas in order to

expand one's understanding.

Attempts to create truth that is personal,

particular & grounded in firsthand

experiences or unique historical/

personal events.

Prefered collective or collaborative group

activities or learning partnerships.

Objectivity maintained throuGh under-

standing frame of reference of

other person(s).

Prefer to keep thought and feeling

together.

Holistic.

Based on narratives & metaphors.

Truth resides in believability of meaning

given to experiences or

interpretation of facts.

Opportunity to demonstrate understanding

of different sides of an issue.

Individual accountable to others for

learning.
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& Haste, 1987) and these are presented in Table 3. Separate learners are autono-
mous. They tend to use analytic thinking styles, test for truth by looking for
consistency and logic in knowledge, and prefer to hold thought and feeling apart
from each other.

I When separate learners ask "Why?", they want an answer which
will justify the logic or worth of an idea.

Connected learners are interdependent. They tend to use holistic thinking styles,
test for truth by looking for believability in knowledge, and prefer to integrate
thought and feeling.

When connected learners ask "Why?", they want to know how the
idea was developed or constructed, preferablybyhearing a descrip-
tion of the specific situation or activities in which the idea emerged.

These writers also remind us that separated and connected approaches to
learning are gender-related but noi gender-specific.

Many men and women are capable of using both approaches.
However, more men than women use the separate approach astheir
dominant way of thinking and learning, and more women than men
use the connected approach as their dominant way of thinking and
learning.

4. Feminist Pedagogy: processes and teaching methods

IFeminist education is concerned with the content of what is taught
in the formal education of girls and women; feminist pedagogy with
the processes and teaching methods used.

Feminist educators are committed to the development of women-centred teach-
ing methods, knowledge sources and materials. Processes and teaching methods
which are most often associated with feminist pedagogy have been derived in
part, from the research we have considered in the first part of this paper and in
part, from the experiences of students and instructors in Women's Studies
Programs, in using women-centred teaching methods and knowledge.
(Schneidewind, 1983; Hayes, 1989)

Nine ideas which inform feminist pedagogy:
i.Women-only programs are recommended for women who are re-entering the

educational system, who are entering a new field of study or training, or whose
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self-esteem is low. In mixed-gender groups, women tend to speak less
frequently and feel less empowered. (Tannen, 1990) Women-only groups are
more supportive and less risky than mixed-gender groups. (Spender & Sarah,
1980)

2. Women-centred content, in which the knowledge and experience of women
are the central theme, is recommended in order to correct the fact that women
have been excluded from the knowledge base in most areas of study. Women-
centred content includes both knowledge -reated by women and knowledge
about women and their concerns and int rests. (Smith, 1987)

3. A connected learning environment is one which utilizes small groups to foster
the development of trust, thus allowing for self-disclosure; of mutual respect,
thus allowing each woman to share her experience and knowledge comfort-
ably; and of connectedness among learners and instructional staff.
(Schneidewind, 1983)

IA connected learning environment allows for the sharing of the
knowledge derived from personal experience and collective searches
for shared meaning and knowledge.

4. Cooperative and collaborative learning struct.ires, such as small groups and
learning partnerships, help to minimize hierarchial relationships and equal-
ize power relationships among learners and between learners and instructor.
(Schneidewind, 1983)

5. Cooperative evaluation techniques encourage all the learners in each small
group to be accountable both for their own learning and for the learning done
by others. (Hayes, 1989)

6. Cooperative communication styles occur when each speaker recognizes and
builds on the contributions made by other speakers. Turn taking is encour-
aged with a Talking Circle, in which an object is passed and the only person
who may speak is the one holding the object. (Hayes,1989) Belenky and others
(1986) refer to the process of recognizing and augmenting the ideas brought
forward by others as the "believing game." They compare it with the "doubt-
ing game" in which each new speaker attempts to find errors in the logic of the
ideas proposed by previous speakers or ignores these ideas by introducing
new ideas.

7. Shared leadership works best in cooperative learning structures. Leadership
tasks include sharing the responsibilities for listening to others, being patient,
synthesizing ideas, facilitating interpersonal interactions and so on. (Lyons,
1990)

8. Holistic approaches to teaching and learning are perceived as better for female
learners than analytical approaches. (Hayes, 1989) These focus first on the
global aspects of a subject before examining its various parts; and involve
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moving back and forth between the whole and the parts. Unlike analytical
approaches, holistic approaches provide opportunities to integrate thoughts
and feelings, theory and practice, to bring together and find connections
between specific, concrete experiences and generalized or abstracted versions
of experiences. Appropriate activities might include: consciousness-raising,
journal-keeping, group discussions, case studies, experiments, simulations,
and so on.

1

Holistic approaches also call on the instructor to engage in passion-
ate teaching rather than the objective and distanced teaching
typical of analytical approaches.

9. Teaching for transformation and emancipation is implicit in feminist peda-
gogy. (Weiler,1988 ) Through the use of the previous eight techniques, women
develop the attitudes, abilities and knowledge they will need to work individu-
ally and collectively for improvements in their homes, educational institu-
tions, communities and workplaces.

IFeelings of empowerment emerge as women share their experi-
ences and establish connections to other women through con-
nected learning processes.

To become more mature as learners, women need to construct their own ideas
and opinions, make commitments to an idea or action, develop strategies for
defending this choice and for acting congruently with it. This step in the learning
process requires that individuals be able to integrate separate learning with their
connected learning processes as they move toward a more integrated approach.
When women begin to use constructed knowing, they begin a process of personal
transformation. At this stage, their knowledge becomes an integral part of their
self definition; and further changes in knowledge and self definition continually
transform and reconstruct each other. (Hayes, 1989)

Women as Learners: A Summary of Ideas
Ways to increase women's active participation
When we integrate the ideas which have been presented in this paper, we find
some consistent themes. We know that self-esteem and self-confidence are
cruci31 to active participation in learning activities. Women's self-esteem is
generally lower than that of their male counterparts and this difference increases
at higher educational levels. Since adult education theory prescribes active
participation as a means for improving learning, ou- educational practices
should include ways to increase the active participation of women. Three
suggestions for doing this are found in the feminist literature:
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i. include women in the development of the knowledge base used in the learning
activities as both sources and creators of knowledge;

2. include information about and of interest to women in the learning materials
to be used in any program; and

3. include teaching methods which are consistent with women's dominant forms
of self development and learning.

We know that the nature of the self which enters into the learning processaffects

what and how an individual learns. Our knowledge about the forms which this
self might take has been expanded by feminist writers. We now know that both
men and women use both separate and connected definitions of self; and that
women are more likely than men to describe a connected self, while men are
more likely than women to describe a separate self. We nowknow that both men
and women develop through dualistic, multiplistic and relativistic ways of
thinking; but the nature of the knowing and learning processes in these three
types of thinking may differ for separate and connected knowers.

Effects of "separate" and "connected" knowing on learning
Separate knowing and learning can be understood as the preferred way of
knowing for the separate self. Separate knowers and learners prefer knowledge
which presents an objective, generalized and logical version of reality, which
holds thoughts and feelings separate from each other; and which can be pre-
sented by an expert or authority figure through presentation-based techniques,
such as lectures. Separate knowing calls for discussions in which learners can
distance themselves from each other and ideas can be challenged and debated,
processes which involve the potential for interpersonal conflict.

Connected knowing and learning can be understood as the preferred way of
knowing for the connected self. Connected knowers and learners prefer knowl-
edge which presents a personalized, specific and particularized version of reality;
which connects thoughts and feelings; and which can be presented by co-learners
through discussion-based techniques, such as consciousness-raising. Connected
knowing calls for discussions in which learners can connect to other learners and
ideas can be shared, processes in which the participants would prefer to avoid
interpersonal conflict.

Integrating Women's Learning, Feminist Pedagogy and
Adult Education Practice
Finally, it is time to think about how we, as adult educators, can integrate the
ideas encountered in this chapter with our current educational practices in order
to equitably support the learning of both women and men.

IA sensitive reader may have decided, by now, that the description of
feminist pedagogy does not differ that much from good adult educa-

tion practice.
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In fact, adult education and feminist pedagogy appear to share values and
approaches related to establishing an environment of mutual trust and respect;
the provision of learning materials which centre on the learners and their
concerns and interests; the use of co-operative learning structures, communica-
tion processes and shared leadership.

Some differences between adult education and feminist pedagogy
There are also some important differences between adult education and feminist
pedagogy, particularly with regard to the emphasis placedon various aspects of
the learning process. The first difference relates to the focus of our attention.

1

Feminist pedagogy calls for a focus on the individual and her per-
sonal experience as both an initial learning activity and as an
ongoing part of the entire learning process. This approach isseen as
important in building self-esteem and empowering the learner. In
adult education, such a personal focus is often used for climate
setting purposes but may not be considered to be an integral part of
all learning activities.

In a world in which time is money, many adult educators do not want to be seen
as wasting a learner's time by encouraging them to engage in the kind of personal
talk which best supports women's learning.

I believe that from such talk, important learning emerges and the
men are equally likely to benefit from having opportunities to talk
about knowledge derived from personal experience, compare this
knowledge with theoretical knowledge, and construct integrated
knowledge as an integral part of all learning activities.

A second difference lies in the manner by which individual learnersestablish
personal learning objectives.

In the feminist approach, individuals are encouraged to identify the
personal connection between who they are and their personal
concerns, and what they want to learn (that is, issues to be inquired
into, skills to be mastered, problems to be solved).

In adult education, learners may be encouraged to set their own learning
objectives, but these objectives are often stated in terms which are more consist-
ent with separate knowing and learning, rarely identifying the means for building
specific connections to the learner's personal identity.

I A third difference focuses on the emphasis placed, in the feminist
approach, on maintaining a holistic connection between thinking

7
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I and feeling, experience and ideas, theory and practice, reflection
and action.

Holistic connections are often missing in adult education., Good adult education
practices encourage instructors and learners to attend to feelings when these
interfere with learning or teaching activities. The feminist approach would
encourage instructors and learners to consider how their feelings are connected
to the ideas they are discussing, as a means for furthering theirunderstanding and

knowledge.

I A fourth difference concerns the emphasis placed, in feminist peda-
gogy, on cooperative and collaborative learning.

Feminist pedagogy hopes to facilitate "other-connected" learning as the primary
objective; with self-directed or autonomous learning as an objective once the
learner feels empowered and ready to make a commitment. On the other hand,
adult education has traditionally placed a strong emphasis on self-directed
learning as the primary objective; with "other-connected" learning as an objec-
tive only when it seems necessary or appropriate for reaching the primary
objective.

IA fifth difference lies in the use of cooperative evaluation techniques
in which learners are accountable for their own learning and that of

others.

That is, individual achievement is less important than group progress. In inost
educational institutions, the use of cooperative evaluation techniques may be
perceived as denying individuals the right to be evaluated on the basis of personal
achievement.

A sixth difference concerns teaching for transformation and eman-
cipation as a value which should present few problems to adult
educators since good adult education practice encourages such
teaching in all groups of learners.However, as a practice, .7h

teaching is hard to accomplish. Many adult learning programs
operate under time constraints and institutional expectations.
Transformative teaming takes time and may not occur within the
time frame imposed bythe institution (or the next instructor). Design-
ing learning programs to deliberately accomplish transformative
learning objectives is difficult.

Transformative learning objectives may be more easily accomplished through
the indirect influence of the instructe-'s behaviour on the learner. If the instruc-
tor models competitive or authoritative behaviour, then the learners will re-
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spond with very traditional, even passive participation and little transformative
learning is likely to occur. If the instructor models collaboration, trust, respect
for others, recognition of the contributions of others, the sharing of knowledge
derived from personal experience, the integration of thought and feeling, sepa-
rate and connected knowing and learning, and so on, then transformative
learning is more likely to occur.

We, as adult educators, can make programs and learning activities more
responsive to the needs of both men and women. It's up to us.
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Chapter 5

The Health
Educator:

Nurturing the
Learning Link

Thelma Barer-Stein

and Carmen Connolly

Practitioner's Summary

Since the theory and practice of "adult education" is not usually a part of the
education and training of health professionP's, this chapter provides a brief
mtroduction of adult education principles laid against the framework of a

Learning Process that emerged from recent research. Beginning with the
explanation that adult education as a specific field of study, research and
pra ctice developed from the recognition that adults differ from children in terms
of their extensive life experiences, their relationships, their interactions, their
responsibilities and their potential to make choices, the authors note that none
of these factors can be ignored in helping adults to learn.

Emphasis is placed on "nurturing the learning of adults" rather than the more
commonly used term of "facilitating" because of the holistic nature that it
implies. Further, 'nurturing' assumes that each person has the potential to
develop and to eventually shift towards independence frnm that nurturing. The
holistic nature of nurturing mirrors the holistic nature of learninc itself.

To do more than merely disseminate information on health, requires both a
reactive and a proactive approach. The health professional's concern of how to
provide health information and skills that can be made into effective and
meaningful daily practice becomes the core of this chapter. How, indeed.

Some key questions are posed: How can we nurture change? What motivates
adults to learn? How does information become transformed into habitual behav-
lour? To help with a response, the authors provide reflections of both a client and
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a dietitian as they move through the five sequential steps of Bver-Stein's
Learning Process:

"Learning as a process of experiencing the unfamiliar:"
Step One: Becoming Aware
Step Two: Observing
Step Three: Participating
Step Three A: Rote Internalizing
Step Four: Confronting Perceived Risk or Perceived Challenge

Step Five: Reflective Internalizing
The answers to the posed questions emerge gradually as the reader moves
through the summaries of each of the five Steps together with the accompanying
thoughts, feelings and behaviours of both the professional and the client.

Understanding change and tackling it effectively involves an understanding
of learning from the learner's viewpoint. Confronting problems, decisions, dilem-
mas and perceiving these as challenges to be reflected upon, integrated and
acted upon, help both the learner and the health educator to understand and to
predict their own roles, behaviours and feelings and later to assess how they
progressed.

We find that knowledge and skills can become habits either through being
Rotely Internalized or Reflectively Internalized; and we discover from the outset
that Curiosity, Relevance and Enticement are the components of all motivation.

What seems most important for health educators (and most health profes-
sionals are educators whether they recognize this or not) is to engage the client

or patient in all aspects of their own learning: the planning, the teaching
methodologies and materials, and the eventual assessing of their own progress.
What emerges most distinctly is the radical difference between communicating
information and understanding it. A potent lesson for all health professionals.
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What's adult education about?
Helping adults learn and providing opportunities for them to do so is what adult
education is all about.

'Adult education is a specific field of study because adults differ from
children in terms of their extensive life experiences, their relation-
ships, their interactions, their responsibilities and their potential to
make choices. None of these can be ignored in helping adults to
learn.

Adults learn because they want to, as they need to, and only what is relevant. But
we shall see that the degree and the extent of learning may vary from a superficial
awareness to a profound and creative understanding.

'Learning' describes both the outcome of a process as well as the process itself.
Helping adults to learn is not only the goal or outcome of adult education, it is
also the process through which all knowledge and skills are gradually acquired,
eventually understood and possibly formed into habits. Nor does learning take
place in isolation; learning is always entwined into the human complexity of daily
living with its attendant feelings, emotions and activities.

How can health professionals help to
nurture learning in adults?

I Nurtcre... to support and encourage, as during the period of training
or dentopment; educate...(Random House Dictionary, 22nd edition)

We have deliberately chosen the notion of 'nurturing' instead of the more
commonly used 'facilitating' when speaking of adult health education because
we feel that this implies more. The holistic nature of nurturing assumes that each
person has the potential to learn and to develop, and eventually to shift towards
independence from that nurturing. The very nature of nurturing itself is to
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provide a supportive, nourishing context for that potential development. The
holistic nature of nurturing mirrors well the holistic nature of learning. (Griffin,
1988,1993; Boud and Griffin, 1897; Miller, 1988)

IWhen we speak in terms of nurturing learning, we also imply the
drawing outof personal potential, and we implythe teaching to show
what is needed for personal growth, development and health.

We find ourselves thinking about other aspects that impact on learning and not
just what information or advice we can offer. Such aspects as the context or the
environment of the learning, the feelings and the emotions that attend the
learning, and how the content of the learning should be planned with these
factors in mind. In short, we realize that learning is much more than the giving
and receiving of information.

And while traditional tenets of humanistic adult education seek out and
respond to individual and communal needs, this is not enough. For where health
is concerned, responding to needs is a reactive approach. To disseminate health
information and develop habituation requires more than pamphlets and lec-
tures. To determine from past experiences and research what may be required for
future health practices requires a proactive approach. (Clark,1986; Boshier,1985)
Could we do this more effectively if we understood more about learning?

As health professionals, we frequently provide current scientific information
to individual clients, patients and to the gene! al public as well as to our
colleagues. But often what is really needed is an interpretation of that scientific
information to make it practical and relevant for the intended audience. Where
does such skill enter our professional training? Exchanging information with
colleagues is easier because we have similar interests, we 'speak the same
language' and we have a common goal to maintain our professional expertise.
We are already 'close' because we share the same culture. We are already
involved.

IBut how can we provide health information and the skills needed to
make that information effective and meaningful in daily practice to
our clients and patients?

How can we nurture change? What motivates adults to learn? How does
information become transformed into habitual behaviour? Change, motivation
and eventual habituation of new information and skills are all part of the process
of learning. Let's look at this more closely.

From the Learner's Viewpoint
Aside from those characteristics which we have inh, , ited, the daily knowledge
and skills, values, beliefs and assumptions that form our culture have all been



5.The Health Educator:Thelma Barer-Stein and Carmen Connolly 91

learned. From this learning emerges the behaviour that forms the patterns and
habits of daily life. Much of this learning is absorbed through imitation, repeti-
tion, and rote learning and is sustained through acceptance, rewards and
continual reinforcements that confirm each of us as pembers of a group. In
short, cultural learning provides us with identity, esteeth, confidence and accept-
ance.

IWe are concerned here not with the actual content of the learning,
but rather with the sequence and the form of the personal Experi-
ence of learning.

Learning is always attended with emotions, feelings, interactions and relation-
ships; learning is always tugged by past experiences and pulled by anticipation,
curiosity. Learning is affected by individual and contextual factors such as
personal learning styles and pn erences, external responsibilities, committments,
and the whole realm of cultural and socio-economic factors.

ILearning is a human experience and therefore it's obvious that the
whole of daily living impacts upon learning and that what is learned
impacts on daily living.

Understanding learning in this holistic way can provide the needed framework
upon which to base program planning, teaching methods, considerations of
place, timing and even assessment of the learner's progress. Understanding
learning in this way can also help the learner to plan, to appreciate the teaching
methodologies, and to support those educative efforts. With a better under-
standing of the learning process and its place in daily life, the learner will
recognize choices within that learning sequence, and will have a vocabulary to
discuss their learning process as well as the learning content with others.

Learning as a Process of Experiencing the Unfamiliar
A sequential five-step Learning Process has been identified. (Barer-Stein, 1985,
1987a, 1987b, 1989 ) The steps not only indicate shifts in behaviour and feelings,
they also provide for choices of movement such as remaining on a step,
regressing, progressing or exiting from the Process. Each step is summarize4
below, with the highlights of typical behaviours and accompanying feelings. This
provides a predictive framework and vocabulary to comprehend the human
learning process. Of ceurse it is important to recognize that any model of a
human experience can only be a reified example of a dynamic spirallingprocess.

IUsing this Learning Process as a framewo,k to understand health
program planning, methods of teaching, and assessment of the
learning, is something that can be shared among professiorials, and
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Ibetween professionals and clients as a basis for discussing and
developing the most relevant forms of knowledge and practical skills
and recognizing at which point each should be integrated.

Such sharing can initiate a nurturing relationship in health and nutrition
education. It minimizes the distance often perceived between professional and
client and increases the sense of individ ual comfort and self-worth. The Learning
Process is the same for both professional and client, as each move through the
steps of learning, from their own viewpoint and needs. Their learning goal is
congruent: to share and to learn for personal development and health.

Learning is always a process of experiencing the unfamiliar. Each one of us is
engaged in countless Learning Processes at any one moment, and likely at
differing steps of each.

The steps of Learning: A Process of Experiencing the Unfamiliar
include:
1. Being Aware
2. Observing
3. Participating
3a.Rote Internalizing
4. Confrontinf Perceived Risk or Perceived Challenge
5. Reflective Internalizing

We will examine each of the steps of the Learning Process and provide examph's
of both client and professional feelings, thoughts and behaviours. While
course the content of the learning will vary, the affective reactions and the
behaviours will be similar enough to be readily identified.

Step one: Being Aware - What is this?

Summary of characteristics of Step 1:
Begins with a flicker of attention.
Span of attention is determined by inner responses of Curiosity,

Relevance and Enticement.
The learner is (safely) distanced from the object of attention.
Engagement of a mode of thinking called the Reflective Pause: a

brief and superficial collecting, questioning, comparing and select-
ing of information.

What is important here is to note that motivation is drive.: by Curiosity,
Relevance and Enticement. I ike a troika of three horses pulling a carriage, it is
impossible at any given moment to determine which of the horses is working the
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hardest! Should the 'strength' of any one aspect of motivation be underminedor
lessened for whatever reason, the progress will be lessened, impeded or eventu-
ally halted, and the now un-motivated individual will opt out or exit from the
Learning Process. (Does our program entice all the components of motivation?)
But what has been learned so far remains, and it is always possible, as one or more
of the motivating factors returns, for the individual to enter that particular
learning process again. (Do our programs provide for such re-entry?) It is also
important to recognize that although the Reflective Pause is a common thought
process, it is essentially based on and accepting of external authority. Probably
it is commonly employed because it is brief, superficial, and usually provides
immediate satisfaction.

Client

Mary was aware of the importance of healthy eating from materials that her son
brought home from school and from articles in magazines. Nutrition didn't
really mean too much, it seemed boring. But this week her physician suggested
nutrition counselling to reduce fat intake and Mary found herself trying to recall
some of the information she had scanned so quickly and wondering what might
be useful for her.

Professional
Diane recognized that in order to engage Mary in a Learning Process, she had to
first determine "where Mary was at". She began by helping Mary to list all that
she already knew about healthy eating, asking her questions, and helping her to
make comparisons with some of the nutrition materials and her own eating
habits. This became the basis for a plan of learning based on what was relevant
for Mary. Then Diane piqued her curiosity by identifying further possible ways
to gain the necessary knowledge and skills to change her eating habits.

Step two: Observing: What's going on? How does this compare?

Summary of characteristics of Step 2:
Attention of the learner is heightening and focusing.
The learner remains marginal (at a distance)(Spectator).
The learner is watchful (moving closer in interest)(Sightseer).
Previous characteristics of Curiosity, Relevance and Enticement

are retained together with the Reflective Pause mode of thinking.
*A learner may decide to regress to the first step and remain there
for a longer time, or may decide to exit this Learning Process.

What's important here is that both professional and client are retaining a
marginal but watchful distance to the topic of the learning. At the same time
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interest and confidence for each are gradually increasing. The importance of this

step is that it is non-threatening and comfortable. Little is required and little is
given. (Do we provide opportunities for learners to just be observers?)

Client:
Mary agreed to attend peer group sessions on healthy eating. While she sat to one
side and watched and listened to the others, she kept running over in her mind
just how things would be different. She was worried about her limited time and

average income. How she would be able to preparehealthier meals for herself and

the rest of the family? Would they accept these new ideas?

Professional:
Diane met with the group in a sunny, comfortable room. Posters lined the walls,

a small table wa5 brightly set with plates of colourful food models. The groups
especially enjoyed sharing the ingredients of their favourite dishes as Diane wrote
them on the board. By the time they had viewed a video on healthy eating, she was
pleased to observe that Mary had shifted her chair closer to the others and was
joining in the discussion.

Step three: Participating - Shall I try it out?

Summary of characteristics of Step 3:
Attentiveness has extended to the learner now taking part and

trying things out.
Watchfulness has shifted to confident appraisal of what's going

on.(Appraiser)
Overwhelming desire/need to discuss and tell everyone.(

Missionizing)
The learner now tends to cluster all others as participants or

nonparticipants (Cluster-Judging) in this new learning.
The learner claiming ownership. ("living like the natives", or "I

know howl")
Reflective Pause is retained as the mode of thinking, and the

learner is still strongly dependent on external authority for informa-
tion, modelling of skills, approval and assessment.

Some learners may wish to remain for a while in Step 2, or may
vacilate between Steps 2 and 3.

What's important here is that the professional's role :,hifts from leading discus-
si(-ns and modelling ideas and behaviour, to being responsive, supportive and
interacting with others in a decidedly less dominant role. (As health professionals,
can we learn to do this?) Conversely, the client, with gained confidence now steps
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into the action, taking part in what others are already doing. Being open to
individual diversity in styles and pace of learning are important throughout.
There is a tension here on the part of the professional: wanting to let go, but
remaining still within the authoritative mode.

Client
Mary felt that she had now come a long way. She was more confident about
reading labels and selecting lower fat foods, and she had tried some of the easy
ways for preparing lower fat meals that the whole family could enjoy. She told
several friends about the healthy eating group and shared some ideas and recipes
with her sister. Mary enjoyed practiCmg what she had learned.

Professional:
Not only could Diane see that the group was gaining cohesiveness and actually
enjoying their collaboration, she noticed the increase in confidence of each of the
participants as they counselled and rewarded each other for good ideas about
food and individual ways of being active. Now Diane felt more like a member of
the group, than a teacher or leader.

Step three-A: Rote Internalizing Repetition and rewards

Summary of characteristics of Step 3A:
This Step is an extension of Step 3.
Rote memorizing, copying and reciting are central.
High sense of confidence and camaraderie prevaiL
Learner dependency on external reinforcements, rewards and

assessments still persists.
Reflective Pause is still the predominant mode of thinking.
Rote Internalizing leads to copied routines, attitudesand values.

There seems to be less conscious effort as all of these melt into
behaviours.

Learners rarely regress from this Step. They may prefer to remain
indefinitely.

What's important here is that both the professional and client realize this is a
critically important step for accumulating information and skills as well as
attitudes and values that will eventually i. .d to habitual behaviours. Such habits
are derived from the repetitive imitation rather than from any deliberate per-
sonal reflection.(Do we provide opportunities to practice new skills?)

Throughout the first three steps of the Learning Process, knowledge is
transmitted, but is not changed. It may be selectively adopted or adapted in whole
or in part by the learner out the learner is still dependent on external authority

e
L. k
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and external evaluations. As the professional relinquishes 'power', she is at the

same time looking for opportunities to begin presenting individual challenges in
order to nurture the learners to the next critical steps.

Client
Mary felt happier, more confident and secure than she had in a long time. Even
her husband, Gerald, admitted pride in how well Mary was doing. With the whole

family helping with the meals, it even seemed fun to eat breakfast and do other
things together like evening walks and weekend outdoor activities.

Professional:
Diane listened and watched each of the clients as they practised routines,
collected and shared articles in papers and magazines and enjoyed their newly-

gained camaraderie, skills and knowledge. She was always there to encourage, to
praise and to listen, but now she carefully planned individual challenges for her

learners. Some would, in the course of their daily lives bump against problems
and dilemmas regarding their eating, but for others, she may have to stimulate
further development towards autonomy and interdependence. She understood
this duality in her professional role.

Step four: Confronting: Perceived risk or perceived challenge

Summary of characteristics of Step 4:
2onfronting means to 'come face to face:
Two main viewpoints: Perception of Risk or Perception of Chal-

lenga. The learner's responses and subsequent behaviour are de-
pendent on which of these they perceive.

Learners perceiving Risk (doubt, dilemma etc.) may engage in
Accommodating, Conflicting and/orWithdrawing feelings, responses
and behaviours, or they may regress to a previous Step or exit the

Process.
Learners perceiving Challenge will excitedly progress to Step 5.
Progression to Step 5 may be aided by a Significant Resource.
For the learner this Step can be a dismaying 'dance' of confusing

emotions, fears, even panic which may provoke regression to a
previous Step, extension of this 'dance' as a deliberate delaying
tactic, or an exit from the Process.

What's important her( is for the client to realize that the confronting of risk or
challenge is in fact facing the possibility (or the necessity) of change. A dip in
confidence and esteem, feelings of anxiety, fear and even panic may attend any
period of change. Unfamiliarity is always attended with some degree of anxiety,
which maybe eased only as the unfamiliar is dissected and seen to be OK, or may
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be increased if the unfamiliar remains obscure. Similarly for the professional
there is some anxiety in "letting go" and some concern of the sufficiency of the
learning. (How aware are we of such ambivalence? What are we doing about it?)

Change is necessary when whatever worked previously suddenly isn't work-
ing anymore. But it may not always be perceived as "not working". The cause of
a dilemma, doubt, or problem, risk or challenge being recognized as "change"
may not be clear. Change may be spontaneous, gradual, imposed or invoked.
(Watzlawick and others, 1974) All are possibilities. The person needs to feel
assured (internal) or to be assured (external) that the attendant feelings are
normal, and that time, space and a Significant Resource helps.

This step represents the possible shift from dependency on external authority
and evaluation, to an internally-driven effort towards creativity and self-directed
action and self assessment. With experience in successfully confronting risk
situations and perceiving them as challenges, the experience becomes its own
reward.

Client:
So far everything that Mary learned had progressed comfortably. But when
Gerald spoke of their upcoming summer vacation in the mountains, Mary felt
anxious. She wanted to go, but how would she manage witn the necessary
changes in her eating patterns? In her nutrition group, Bill worried about how he
would manage since the sudden death of his wife, while Frieda felt anxious about
planning for the upcoming holiday season. Arguments broke out in the group,
and for the first time a few withdrew from the meetings. A few others felt these
problems would never happen to them and so ignored what was happening.

Professional:
If these real-life concerns had not emerged from the client or the group, Diane
would have tried role playing or other group strategies to present realistic
problems and encourage each person to work out plausible solutions. She
already knew that within any group, there would be those eager to involve
themselves in challenging situations, and others who retreated from what
seemed unfamiliar. Diane shared her own experiences in 'breaking down'
problems to manageable size, deciding on priorities, and trying out new ideas by
writing them down, discussing them, even imagining possibilities and solutions.
It wasn't necessary to name these 'devices' as management tactics or critical
thinking, her clients found the group itself to be a Significant Resource.

Step five: Reflective Internalizing

ISummary of characteristics of Step 5:
Reflective Internalizing can occur following the Confronting of

something abruptly unfamiliar: contradiction, dilemma, doubt, prob-

0
ki
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lem, decision or sudden change. But only when the unfamiliar is
perceived as a challenge whose solution will extend the learning
and eventually enhance the person.

It involves deliberate, concentrated effort and a committment to
change.
"Change" can mean improvization, reorga nization, innovation, prob-
lem-solving, decision-making, or creativity.

Whether change is negative or positive, the learning achieved is
always an extension to what was previously known and may be
excitedly embraced by those with previous successful experience
with change.

The essence of Reflective Internalizing is the mode of thinking
encompassed in the four-fold process of The Sh'ma: Listening,
Dialoguing, Critical Recursive Reflecting and the Integ:ation and
Action that results in changed ways of Doing and/or Being.

The four-fold process of The Sh'ma includes the following sequential steps:
i. Listening: attentive and responsive openness to what is seen and heard. A

collecting of knowledge both immediate and past (combining logic and
reason with feelings and intuition).

2. Dialoguing: a further opening of oneself to accept and consider (trying out
mentally) differing views, underlined by a willingness to see differently and to
exchange ideas and to consider each for relevancy.

3. Critical Recursive Reflecting: represents the analyzing (separating) and inter-
preting (reassembling) of possibilities to discover their personally relevant
meaning. This may involve imagining, visualizing, intuiting, inferring, pro-
jecting into differing patterns and possibilities of all that has been collected in
order to form new meaning.

4. Integration and Action: The changed way of doing or being is the outcome of
this last step. This represents the integration of that change as part of oneself
and one's identity eventually melt into changed habitual values, attitudes,
beliefs and behaviour.

Enhanced self-image and increasing independence result, all with an increased
appreciation of internal capabilities and the value of Significant Resources
(interdependence).

Client:
Mary felt genuine relief as she realized, with Diane and the group's support, that
there were many possibilities of solving the travel issue. Bill listened and shared
differing views with the others who suggested ways for him to become increas-
ingly self-supporting. Frieda spoke with her family and guests, telling them of her
intention to make tht holidays a time for healthy eating and was surprised to see
how willing they all were to contribute dishes and help with chores. The problems
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of a few became lessons for the whole group. The value of reflecting on problems,
analyzing them into chunks that were manageable, and eventually recognizing
them as challenges that provoked further learning and possibilities for change
became exciting rather than fearful.

Professional:
Diane now saw that people in the group listened more carefully to each other and
seemed more willing to talk over differing views within the atmosphere of trust
and genuine care that had emerged over their time together. They not only
recognized Diane as a Significant Resource, but also saw themselves and their
peers as sources of support and information. People seemed less reliant on her
for planning, for appraisal. There was a palpable increase in confidence and
independence.
The challenge for her was to nurture this new-found independence. Most
importantly, she confirmed again for herself that the profound reflection on
dilemmas and problems was really the beginning of relevant personal learning,
appreciation and understanding. This surpassed the mere acquisition of skills
and knowledge in a rote way.

How Does Change Happen?

IChange, innovation, reorganization, creativity, improvization, can
only occur when previous knowledge and skills are confirmed and
then enhanced, extended or transformed in some way.

This requires the concentrated effort to expose the need or the cause for change,
to recognize previcu., and possible solutions, to be able to describe desired or
needed change and to develop a plan of action that is relevant and makes sense.
("Meaning" and "making sense" as the goals of learning are discussed in detail
by Frank] (1978) and by Daloz (1986) among others.) A base of foundational
knowledge and skills, attitudes, values, and behaviours are required.

Any perceptible change within the learner that occurs during the first three
steps is due only to the learning that has been rotely accumulated. But that
accumulated knowledge has not been changed in any way; the learner has
acquired (added on) what seemed useful, relevant. The actual transformation of
previously acquired knowledge and skills can only occur in Step 5 through
Reflective Internalizing. It is in Step 5 that acquired knowledge becomes shaped
and transformed, becoming personally meaningful and relevant.(How can we
incorporate this into health programs?)

Often such progress and enhancement of learning any learning requires
or is supported by a Significant Resource, which may be within the learner (the
enhanced ability to research and reflect critically and recursively) or external
(searching out and collecting information from other sources).

93
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iSuch extension of learning is often accompanied by increased
appreciation of one's connectedness with others, and the neces-
sary interdependence of most human activities.

What's Important Here for the Health or Nutrition Educator?
Several questions were posed at the outset of this discussion. We cited our
dilemma of how to interpret current scientific information so that it is practical
and relevant for the intended audience. With a deeper understanding of what
learning means for the learner and how learning progresses through five steps,

we can see that we need to dialogue with representative members
of our intended audience, moving through the I earning Process and
sharing ideas of what might be the most effective means to learn.

The learning and the teaching have to become a collaborative enterprise in order
to be practical and relevant.

We asked, How can we nurture change? And in a similar way, we saw that the
illumination of the steps within the Learning Process provided a sense of pacing,
and of what kind of learning opportunities best aided each learning step. We saw
that the professional (the teacher, the nurturer) played many roles: dialoguing,
presenting, lecturing and demonstrating, and only then providing an opportu-
nity for others to participate in non-threatening clearly modelled ways. At each
step, learners felt encouraged to progress (or regress) as they felt comfortable to
do so because they too, understood what learning steps lay ahead.

We asked What motivates adults to learn? And not surprisingly, we saw that
the three inner responses of Curiosity, Relevance and Enticement (which could
be internally or externally stimulated) clearly drove the Learning Process.

Motivation is composed of Curiosity, Relevance and Enticement.

From this research in learning, two "paths" to habit formation
emerged: through Rote Internalizing and through Reflective Inter-
nalizing.

Rote internalizing is important for the accumulation and mastery of skills and
basic knowledge. Reflective Internalizing is important to personalize that rote
learning and if possible, to enhance, to transform, and even to transcend it
through creativity and the further discovery of personally relevant meaning.

Similarly, there are here two predominant modes of thinking, and each serves
a purpose. Within each, many other aspects can be considered; Mackeracher's
chapter on women's learning exposes many of these. For example, engagement
in the Reflective Pause seems to occur with little conscious effort and can be
expanded with considerations of Perry's (1970 ) descriptions of dualistic,
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multiplistic and relativistic modes of thinking which were later examined to
understand shifts in women's thinking. (Belencky and others, 1986) The devel-
opment of thinking from an early dependence on the rightness or wrongness of
facts and ideas and the authorities who enunciate them (dualistic), to a later
development recognizing the uncertainty of facts and authorities and the
concommitant possibility of one's own thoughtful contributions (multiplistic),
blends into a gradual development of a concurrent need to recognize context and
its place in assessing knowledge and truth (relativistic). Dualistic thinking and
Rote Internalizing provide a foundation for more complex thinking.

Engagement in the Sh'ma (Reflective Internalizing) encompassing both
multiplistic and relativistic thinking as well as deliberate creativity (Edwards,
1989) and improvization (Nachmanovich,199o) requires effort and practice and
in itself can become habitual. The very ability to reflect on modes of thinking
indicates that the learner has experience within the fifth step of learning and has
successfully navigated through the dilemmas of Step 4. Yet with each new
Learning Process, the attendant feelings and behaviours may impede or acceler-
ate progress accordingly.

The following table condenses the key outcomes of the five steps of the
Learning Process for both the professional and the client:

1 . Bping Aware "Communicating" Awareness
2. Observing

3. Participating Participating Knowing
3a. Role Internalizing

4. Confronting Involving Understanding
5. Reflective Internalizing

Collected Reflections
For the health professional (the teacher, counsellor, facilitator the'nurturer')
the Learning Process helps to make adult education philosophy and practice
explicit. When the educative aspect of the professional's role is practiced as a
nurturer of lifelong learning, the relationships and the interaction with the
learner enhances confidence and self-image. The enhancement is mutual.

Using the Learning Process helps in many ways to set goals, plan programs,
and allow for client's exits and lingering plateaus based on the client's styles and
preferences of learning. It helps both the professional and the client to under-
stand learning not just as an outcome but also as steps ofa human process. In this
way a sense of direction, predictability and persol.al control emerge in the
interactions of a nurttfing relationship. Using the Learning Process as a tool



102 The Craft of Teaching Adults

facilitates planning in ways that permit the client to sometimes feel OK about
being "stuck", regressing, exiting or possibly re-entering at a later time.

Professionals need to forget about feeling responsible for other's learning.
Learning is not something that can either be done to a person or for a person.
Communicating information is only the beginning of the Learning Process. The
development oflifelong healthy behaviours can only come with sustained effort.
This includes nurturing the learning of others, developing an attitude and an
environment that nurtures clients and patients to develop increasing responsi-
bility for and committment to their own health and to progress in learning what
is relevant for themselves.

When health professionals and their clients recognize the experi-
ences, knowledge and skills that can be shared, the steps for
learning that can be planned, the teaching methodologies and
materials that can be used, and the possibility of personally assess-
ing their own progress, then an understanding of the Learning
Process will be validated.

The supportive, nurturing context for that potential development provided by
the health professionals in collaboration with their intended audience will
unquestioningly prove to be practical and relevant.
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Chapter 6

Holistic Learning/
Teaching in

Adult Education:
Would You Play a

One-String Guitar?
Virginia R. Griffin

Pracfitioner's Summary

The author compares the playing of a guitar with only one string to the use of the
human mind with only one capability: the rational mind. Her intent in this chapter
therefore, is to explore the "often-overlooked capabilities" with a view to
exposing the ways in which these may enhance the learning and teaching
process.

The six strings which provide the beauty and comple..4 of the human mind in
its fullest capability include: emotional, relational, physical, metaphoric or intui-
tive, spiritual and of course the rational. Each are discussed in turn with clear and
expressive arguments for their presence in any learning situation. The resultant
discussion is one that will strongly challenge any complacent instructor.

It is this chapter that explains and illustrates what others may refer to merely
as 'care' or 'sensitivity' in helping adults to learn.

Emotions, whether negative or positive, play a crucial role in enabling the
process of learning to take place. What is most important is to encourage the
identification of emotions by naming them and then accepting them in order to
take the sequential steps required to "change or change the situation". Griffin
identifies Menlo's competencies for a successful teacher of adults as having a
sensitive awareness of the learner's responses and being able to d eal with these
without defense or judgement. Here the open reciprocity between teacher and
student's emotions promote understanding and enhance further learning.
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Dealing with the 'relational' capability, Griffin notes the interplay of our five
senses (taste, touch, sight, hearing, smell) together with tension and energy,
each representing signals rooted in some emotional source. When these are
recognized, we are enabled to deal with them, whether pleasurable (such as
excitement) or negative (such as frustration).

The left-brain capacity that educators give most of their attention to, is here
made use of as "thinking games" for adults that might include question forma-
tion, pattern detection, thinking of possibilities, logical relevance and represen-
tations. Similar games may also be used to help adults reinforce cognitive skills
while learning other ski!ls.

The metaphoric or intuitive capability is the one that "rounds out" the crucial
and central one of rationality. Griffin shows that this capability is only released
by "quieting the rational mind, relaxing and moving into another state of con-
sciousness". She notes in particular three techniques which may aid this
process:

1. knowing with certainty that learning will occur;
2. temporarily suspending or quieting the rational mind;
3. remaining open to the expected, but more especially to the unexpected.

Griffin notes that the 'spiritual capability' is not intended here, necessarily, to
denote that which arises from a religious background, but rather to denote an
awakening to the self and "a transformation in how we manifest our special
qualities in the world".

While research in this area is increasing, this chapter stresses not only the
importance of understanding these aspects of mind, but also of recognizing their
inter-relatedness. Such recognition and the gradual building of confidence and
trust is readily conveyed to the learners, especiallywith the realization that these
are everyday experiences which we can control. Recalling the obvious useful-
ness of the 'one string rationality' it is encouraging to imagine what might be
achieved if all the other 'strings' could be employed as well.
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Chapter 6

Holistic Learning/Teaching in

Adult Education: Would You Play

a One-String Guitar?

Virginia H. Griffin

Playing a guitar with just one string would soon become monotonous, and the
music would be limited in scope. Playing a guitar with six strings allows beautiful
and complex music, limited only by our skill to use the six strings and our
imagination.

Learning is like playing a guitar. Most of us have been trained by our
schooling to play one string - our rational mind. However, we have
at least five other strings, and if we learn to playthem well and keep
them properly tuned, we can make limitless music in our learning
and can then go on to help our students do the same.

What are the other five strings in this analogy? They are the other
capabilities we have as human beings, in addition to our rational,
logical minds. They are our (1) emotional, (2) relational, (3) physical,
(4) metaphoric or intuitive, and (5) spiritual capabilities.

My intent.in this chapter is to invite you to consider the learning potential in these
often-overlooked capabilities, to take a fresh look at the familiar one of rational
mind, and to suggest ways you might help yourself and your learners make your
learning richer, fuller, more exciting and beautiful by using all of the strings of
your guitar.

As Jean Houston (10i), one of my favourite authors and a leading thinker and
researcher in education, has written:

... the human brain is incredibly endowed. We use about ten percent of our
physical capacity, and far less of our mental capacity. With holistic/integral
education it is quite possible that many students can learn to use a much greater
range of their innate capacity.

In the dictionary holistic is defined "emphasizing the organic or functional
relation between parts and wholes." There is a growing body of literature about
holistic education. (J. Miller, 1988; J. Miller, Cassie, and Drake, 1989; R. Miller,
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1990) One major part of holistic adult education is the whole person. My
metaphor for the whole person is the person who uses all six strings of his or her
guitar for learning. Let's look at these innate capacities (strings of the guitar) and
how we can help ourselves and our learners use a much greater range of them.

Emotional Capability
Recently one of my students wrote in her paper:

During the past semester I have lived my way through a constellation of feelings
... (In the fourth session) I feel tremendously anxious, suspicious, and just plain
fearful ... (After the eighth session) exhilaration gives way to serenity and ease.
(Ross, 1984)

She explains in her paper how she made use of her emotional conflict (in a
different kind c f course than she had ever experienced) to undergo an important
and unforeseen change in her view of herself, and of what learning and teaching
is. The particulars of what happened to Lorna aren't important here; what is
important is that negative or positive emotions can playa crucial role in enabling
our learning.

Negative emotions

I Frustration, fear, guilt, hurt, rejection, confusion, anger often serve
as blocks to learning.

They do if we (the teacher or the student) don't recognize them and do something
about them. Neither recognizing nor doing something about them is easy. If the
emotion promises to be too painful, and something we want to learn is sure to
raise that emotion, we avoid the desired learning. We stay away from a class in
which we fear we will fail. I avoid learning about how to handle group conflict
because I fear and dislike conflict so much.

But not all negative emotions are strong enough to disable us completely. We
can defuse, overcome, and use many of them to our advantage in a learning
situation.

An important early step is experiencing, rather than denying the emotion.
Then we have to acknowledge that we are feeling something. Next comes
accurate naming of the emotion. Emotions are interrelated and easily confused.
What feels at first like anger may be hurt pride or fear. Another aspect of naming
emotions is not to confuse opinions or evaluations with emotions. I'm grateful
to Don McFadyen (1983) for pointing out to me how we distort the situation if
we say "You shouldn't work late so often" rather than "I'm lonely for you". Such
substitutions of opinion for emotion often generate intense feelings of anger or
anxiety.
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'Once emotions are experienced, acknowledged and named they
should be accepted. If we accept them for what they are, without
judging them or being judged by th6.n, we are free to move to take
steps to change, or change the situation.

For example, we may find the courage to say to our learning group "I feel
abandoned by the group because no one even acknowledged my comments, I
want to feel a part of the group, can you help me"? In most cases, such a comment
will lead to discussion that will enable the group to become stronger and more
effective, and enable the individual to get back on track in her learning.

In addition to letting others know their effect on us, our emotions help us
know ourselves better:

Accepting our emotions means accepting the message they are giving us about
ourselves in our present situation. A painful emotion tells us that we put a
negative value on the situation, but it also gives us an opportunity to reconsider
our values, attitudes, beliefs, etc. since every valuation conveys an implicit
message about our stance in the world. (McFadyen, 1983)

1 Thus, negative emotions can lead to important learning and change.

Chief among negative emotions in adult learning is one often labelled as
resistance to accepting new ideas or change. Al Menlo (1979), an educational
psychologist, has clearly stated one of his basic beliefs as one that applies to this
emotion.

Persons do not resist change; they seek it as part of their inherent nature. What
persons do resist are expected consequences which will diminish their self or sxial
esteem.

He further reminds us that in instances in which learners experience the fear of
such consequences, we need to encourage them to be active in their learning and
we need to reassure them that they have the power to decide whether or not and
how to act.

Positive emotions
Through attending to our positive emotions, we can become aware of what has
meaning for us and how our learning can have personal meaning. Since I feel so
happy and energized when I am reading gardening books, I know that gardening
has meaning for me, even though the actual work of gardening is difficult. When
I read transpersonal psychology books, I feel excitement and energy. When I read
cognitive psychology books, I get bored and fall asleep. These two observations
tell me that transpersonal psychology, at this stage, has more meaning to me than
the other. If my job requires me to read cognitive psychology, I have to concoct
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some purpose for the reading that has special meaning for me so that I can stay
awake.

Another way to say that positive emotions can give us guidance and direc ion
in our learning comes from Castaneda (1968):

Any path is only a path, and there is no affront to oneself or to cthers, in dropping
it if that is what your heart tells you ... Look at every path closely and deliberately.
Try it as many times as you think necessary. Then ask yourself, and yourself alone,
one question ... Does this path have a heart? If itdoes, the path is good, ifit doesn't
it is of no use.

IPositive emotions are the rewards we give ourselves when we are
"on track" in a project or when we have successfully learned
something.

In addition to affirming ourselves to ourselves, we could at a time of feeling the
high of accomplishment, reflect on what enabled it to happen, what we've
learned about ourselves in the process and how we like to learn.

The teacher's role
Those of us who want to help learners recognize and use their emotions for more
effective learning have few role models. We see the traditional school as one that
functioned not by creating healthy emotional learning environments, but by
advocating that "Students are best governed by being kept in an intermittant or
constant state of fear." (Rogers, 1977) Wanting a different emotional climate, we
have to invent ways to create it.

The extent to which you can create a more open climate will depend
on the subject matter you teach, the size of your class, and how
secure you feel. But acknowledging and dealing with emotions in
learning can be an important part of even the hardest sciences and
the largest classes.

Menlo (1979) identified awareness, skills, and behaviours that a teacher of adults
needs to have to be successful. Some of these competencies are relevant to helping
students benefit from the emotions in the classroom:

1. awareness qf existence of communication nuances
2. scanning acuity
3. ability to be supportively invitational
4. ability to be non-intrusively encouraging
5. ability to be authentically self-sharing
6. ability to be non-defensive and vital.

1' 5
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One of these competencies, scanning acuity, deserves elaboration. The less you
become concerned with agendas and content and your own self-esteem, the
more you notice what there is to observe in a group of learners, both verbal and
non-verbal clues to emotions that are being felt. We can never be sure what the
clues mean. A frown can mean "I disagree", "I'm frustrated", or "My shoes hurt
my feet". We must ask. If several people are frowning, we had better stop to ask
what the frowns mean.

A teacher who is herself non-defensive will be able to encourage the expres-
sion of emotion without feeling judgmental and without giving lengthy justifi-
cation of the activity that stimulated any negative emotion. She can also share
with the learners what her emotions are when she hears theirs, and share with
them how she will handle hers and use hers to enable further learning.

Another source of help for understanding and dealing with emotion in adult
learning is William More's excellent book, listed under Suggested Reading.

Relational Capability
Since much of our time is spent in relationships with others, we tend to take them
for granted, not realizing our teachers, our classmates or learning partners
deserve a great deal of credit for whatever learning we achieve. (Lavery, 1983)

iDo we need others in order to learn? My contention is that we do,
although the interactions with others cannot be constant. We need
a "being with" and a "being alone" in a rhythmic pulsation to learn
best.

Teacher-learner
It is easy to see that a teacher is helpful in learning situations. But the quality of
the relationship between the teacher and the student, if significant learning is to
result, is more difficult to identify and to create. Carl Rogers (1967) names what
to him are the most important attitudinal qualities for the teacher to have:
congruence, empathy, and positive and unconditional regard for learners. As the
learner perceives this genuineness, empathy, and acceptance, a climate of trust
grows between the teacher and the student that is more important than all the
scholarly knowledge and technical skill a teacher can have.

Even if we have developed trusting relationships with our students, we often
find them staying more dependent on us than we would like. Many adults tend
to have too much faith in the teacher's wisdom and omniscience, and too little
faith in their own wisdom and experience. They often need lots ofencourage-
ment and guidance in making decisions about their learning. We all have times
when we need to be dependent, other times when we need to be independent. The
more of our learning we can undertake in an interdependent or mutually
cooperative way, the more satisfying our learning will be. A partnership between
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the teacher and the students, and among the students, has many advantages for
all persons involved. If this topic intrigues you, you will find Gwenneth Griffith's
(1987) work a helpful source in learning more about interdependence.

As learners make more and more decisions for themselves, with the teacher
and other students, they become intrigued by what they are learning about
themselves and how they like to learn, and learn best. Learning how to learn is the
subject of an excellent book by Smith (1982). It is well worth reading.

Co-learners
How can other learners help us so that we don't become as Cyril Houle used to
say, "the bland leading the bland"? Again, trust is a necessary element. Trust
between co-learners is not automatic it has to be nurtured gradually and
carefully. When people first meet in class, they find it difficult to be themselves.
They try to impress others and/or hide their uncertainties and fears. But once
trust starts to grow, important discoveries are made:

1. Others can give needed support and encouragement.
2. Others often have similar feelings in the situation, so you are not
alone; together you can do something about any problem.
3. Talking to someone ofte helps you sort out your emotions, and
find ways to deal with them.
4. Finding someone who thinks as you do about a certain topic or
learns the same way you do can be very affirming.
5. Finding someone whom you trust and respect but who thinks
differently about a topic or who learns differently can help you
understand yourself more clearly and perhaps alter your perspec-
tive or enlarge your learning style.
6. Someone who knows you, can help you find the personal meaning
in an idea that at first doesn't seem to fit.
7. By talking to others you sometimes discover what you think. By
helping someone understand what you are trying to say, you clarify
it for yourself.
8. Others can give you personal feedback that is either very confirm-
ing or may lead you to explore some aspect of yourself to which you
have been blind.

Marilyn Taylor (1987) in her research into the experiences of learners in one of
my courses, found that learners experience phases in their growth, their emo-
tions, and their involvement with content and resources, and with the other
learners in the group. There were times when they yearned to talk to others; at
other times they needed to be alone, and avoided discussing their learning. I have
since become aware that there are times in each class session when people need
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to talk to others to explore their feelings and ideas, and times when they need
silence to centre themselves, to knit together their thoughts, and to reflect on
personal meanings in the experience. And then often they need to tell someone
about the insights that have come. This is what I mean by rhythmic pulsations in
learning with others.

The stages of group growth and ways to help learners develop skills forrelating
well to others are readily available in other books. Gibb (1967) and Johnson (1981)
are two I find helpful.

Learning partners
Very often a class is too large to allow each person "air time" for exploring his
ideas, emotions, experiences of the course. Then we use small groups. But we still
run out of time for each person to deal with their feelings and explore their
learnings. To overcome this problem, we have in recent years urged students in
classes to find a learning partner in the class someone with whom they can
spend time outside the class on a regular basis to help each other in their
learning. Ross Keane (1985), one of my students, identified four ways his
partnership with Casey Gehrels helped him: deepening insights and converting
feelings into learning, expanding insights through sharing,opening new direc-
tions in reading and learning and forming new perspectives through challenge or
confrontation. Casey (1985), his learning partner, as well as talking about changes
in his perspective of self, said:

We started to be able to take risks with our ideas and behaviour, we ... developed
the confidence to play with images and visions ofa different world. This, in turn,
created such an energy that we often became caught in a surge of enthusiasm and
excitement. Learning and changing became joyous, where before it hasoften been
threatening.

Because a significant number of our students have found having a !earring
partner such an enrichment of their learning, we created a monograph on the
idea and the experiences we have had with it. Two students, Joan Robinson and
Sharon Saberton, gave leadership to this project with my help. (Robinson,
Saberton and Griffin, 1985)

Physical Capability
Have you ever been so tense you had to ask people to repeat important
information? Or have you looked at the clock after being immersed in some
project and realized that you had worked most of the nightwithout getting tired?
Or you may have at times been so tired you couldn't read even an interesting
book. Most people have had these experiences and thus are aware that our
physical state and our minds are inevitably linked. Our physical state can both
help and hinder our learning.
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Five senses
Our senses, sight, hearing, smell, taste, and touch, are the only normal ways we
take in any information from our surroundings.

I The more of these senses we can use in learning something, the
more likely we are to understand and remember it.

If I can see your name on a name tag as well as hear you say it, I'm more likely to
remember it. If you also smell of cigars and have a strong, calloused handshake,
I'm even more certaii to remember you, as well as your name.

If all our senses are working properly, we are indeed fortunate. But as adults
get older, we tend to lose our sensory acuity, and appreciate a teacherwho speaks
loudly enough for us to hear and who uses print and visual aides that are clear and
easy to read and see.

Tension
Some tension and stress are necessary. Too much is a hindrance in our lives, and
too much stress in learning is no exception. The late Beverley Galyean (1981)
described what happens as "intellectual sh utdown in the face of h igh anxiety". As
she explains, what happens in the brain is this: Information from the senses
enters the brain at the tip of the spine, and must pass through the lower central
region of the brain (called the limbic region) to get to the upper and frontal part
of the brain (the nel cortex) for processing. Within the lower central region are
five glands (incluc Liz: the thalamus and pituitary) that serve as a gateway.

These glands op..., ate on the basis of emotional preference. If the learner has a
negative attitude, or is bored, threatened or overly fatigued by outside stimuli ...
the thalamus secretes a series of hormones called endorphins which anaesthetize
the other glands thereby blocking the passage of new information into the neo
cortex (Galyean, 1980.

I Learners therefore learn better if they have a positive attitude, are
interested in what they are learning, and are relaxed and rested.

Teachers can do many things to bring about positive attitudes and higher self-
esteem in learners. A learner who has helped plan what and how he is to learn is
more likely to be interested in what he is learning. A relaxing learning environ-
ment can be created with colour, softer lights, music and rearrangement of
furniture. A number of relaxation exercises are available (see Wh ite and Fadiman,
1976) to use with learners, and are activities they can use by themselves at other
times to reduce stress in their lives.

Energy
Some experiences stimulate high energy in us, and some seem to drain us of
energy. Are you aware of what kinds of learning experiences energize you? What
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de-energizes you? The students with whom you work probably would have
similar descriptions. Lee Davies (1987) studied learners who had experienced a
high energy class and others who had had a low energy class experience.

An important idea he proposes is that the learner's skill and the challenges in
the learning situation !-.ave to be at an optimum balance: too much skill and the
learner is bored, too much challenge and the learner is frustrated. (Davies,1976)

Characteristics (or skills) associated with high energy learning in Lee's study
were:

a strong internal sense (being optimistic) but also a move towards sharing with
others (letting go and risk taking) and a willingness to receive from others (getting
feedback). The high energy experience is where personal internal energy is used
and evaluated.

The characteristics, according to Lee, associated with low energy experiences
were "holding on, not risking, being a follower, and being pessimistic".

IGroups may be thought of as having an energy level and a flow of
energy. Experienced teachers learn to be sensitive to that flow, and
respond to it.

As one has said:

'Submitting to whatever is happening will give us a surge of renewed
energy in any unfamiliar situation. If we stop running "against the
tide",if we stop being so "set" and "rigid"in ourhabits, we can adapt
much more easily to change. (Davies, 1987)

I have found as a teacher and as an individual that the suggestion that you "get
in touch with your energy and go with that" is a freeing one, and allows you to
tap into your inner wisdom. If you have no energy for a learning task, there may
be a good reason. Identifying and dealing with the reason often pays rich
dividends in clarifying or redirecting the task.

Body reactions as signals
We all know that our bodies reflect our emotions. Anxiety turns into tense
shoulder muscles or knots in the stomach; embarrassmenrturns into a blusa on
the cheeks. Sometimes however, we feel the bodily reaction without having
noticed the emotion. Sometimes we ignore the emotion, sometimes we deny it
or repress it. The body knows it is there however, and expresses it in some way.

For example, when I feel my shoulders feeling very tense I know to look for
areas in which I am feeling inadequate. When I have identified the area, I can then
do something about it. I can either become adequate or adjust my standards to
something less than "perfection". If I have been accurate in my diagnosis, my
shoulders soon relax, and I have learned something.
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IMysuggestion here is thatwe pay attention to bodysignals, examine
our lives to find the emotional source, and cope with the triggering
situation as best we can, often through learning.

Signals from the body are not always saying that something is wrong. Excitement
and pleasure are perhaps more important signals; their source is to be cherished
and nurtured.

Rational, Intellectual Capability

lOur ability to use words and sentences to convey our ideas; to read
a book and understand its ideas; analyze a problem situation, gather
information, decide on a logical solution and evaluate its effect, all
come from our rational or intellectual capability.

I think of this capability as residing primarily in our left brain hemisphere. The
left hemisphere "analyses, abstracts, counts, marks time, plans step-by-step
procedures, verbalizes, makes rational statements based on logic". (Edwards,

1979)
I say "resides primarily" in the left hemisphere because the two hemispheres

are connected and interact in every activity we do. (1-lart, 1983) This is the
capability that adult educators give most of their attention to, it is the one our
shool system spends most of its energy to develop. We tend to equate its
development and use with "learning". We use it and are aware of it daily.

We have had much experience using the rational capability, and have had
years of opportunity to watch our teachers use various means to help us to
develop it. We cannot assume, however, that we know the best ways to help our
learners use it. Maybe we weren't very observant as we watched our teachers,
maybe they were using a limited range of methods or methods that weren't
appropriate for use with adults.

Let's identify some of the methods that can be used to help learners use this
capability.

Lecture
The most often used method is the lecture. Its use is based on the perspective that
learning means acquiring information from an authority who has more infor-
mation than the learner and can better help the learner find meaning and a
structure to understand and remember it. The lecturer most often finds the
structure form within the logical organization of the subject matter being taught,
but other and often better organizing schemes for a lecture are available. Ausabel
(1968) proposes making the new material meaningful and related to material the
learner already knows. Miller (1983) provides us a good overview of Ausabel's
work:
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Ausabel's approach to teaching tends to be deductive, that is, he recommends
proceeding from general ideas to specific information. He calls this "progressive
differentiation", which means that the teacher should develop new concepts that
are closely related to the ideas that have been presented previously ...

Advance organizers facilitate progressive differentiation and integrative
reconciliation. Advance organizers are concepts that are abstract and inclusive
and prepare the student to learn new information. Advance organizers should use
ideas and terms that are already familiar to the learner.

He developed his ideas for education of children but they are equally useful for
adults and parallel the common statement in adult education: "You must start
where the learner is".

Other ways to make lectures more interesting and useful for adults include
orienting the lecture to specific interests or problems that the learners recognize
and want to solve, including visuals and illustrations, relevant humor and wit,
and ideas for application of the information being presented. Also, giving the
learners time to think about and discuss how they might make applications from
the lecture material.

Demonstrations with practice
Much of adult education is helping people develop skills, learning how to do
something. Therefore we often show them how to do it, explaining the process
as we go, and helping them know why we do it as we do. Then we must remember
that the learner needs an opportunity to practice the skill, have any mistakes
corrected, and then have the correct way affirmed so that she has the correct
action and steps clearly in her mind.

Experiments, research, discovery learning
Some adult learners want to become informed and competent in an academic
discipline, such as history, physics, chemistry, sociology, psychology. Teachers in
these areas often help the learner become engaged in some form of discovery
learning, so that the adult can begin to develop a conceptual framework of the
field and skills in the method of inquiry used by scholars in that particular field.

Problem-solving
Adults sometimes turn to adult educators for help in solving problems. Adult
educatc rs often believe that the way to help learners is not only to provide some
needed information, but to help the adult develop problem solving skills such as
identifying the question (an inquiry-oriented question), identifyingalternatives,
collecting data, drawing conclusion, expressing (or applying the conclusion),
and evaluating the results (Miller,1983).

I feel compelled here to state my belief that this very rational problem-solving
method omits very important human aspects such as emotions. I am grateful for
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an article by Kneeland (1979) in which he suggests a concrete way to consider
emotions in problem-solving.

I don't want to leave an impression that Miller limits his interests to the
rational mode. In his discussions of the educational spectrum, he describes a
broad range of orientations to learning and curriculum - including humanistic
and transpersonal.

Other ways of helping adults learn
Debates, seminars, and guided discussions are sometimes used to help learners
develop the skills of forming logical arguments, of seeing something from
different points of view and other cognitive skills. Thinking games are available
for use with children to help them develop cognitive skills (Bereiter,1972). I don't
know anyone who has applied these ideas to adult learners, but I think if we as
adult educators are alert to these cognitive skills (such as pattern detection,
formulating questions, thinking of possibilities, using logical representations,
determining relevance) we will find ways to reinforce adults in keeping their
cognitive skills sharp as they go about the business of learning other content.

Hart (1983) who gives more attention in his writing to current brain research
than do most cognitive psychologists, defines the process of learning as the
"extraction from confusion of meaningful patterns". He makes an interesting
and convincing case that methods used in most schools are antagonistic to what
we now know about how the brain functions, instead of beinebrain -compat-
ible". His theory of learning is clearly spelled out as are his implications for how
teachers of children can better facilitate learning. Those implications: rich input,
effective and extensive communication between learners, immediate feedback
from reality, and learner-selected risk rather than imposed threat seem relevant
for adult learning as well. I think you will find it stimulating reading.

I As you will have gathered by now, I regard the rational capability as
crucial and central in adult learning and functioning, but incomplete.

The next capability we will examine helps to round it out.

Metaphoric or Intuitive Capability
The role of metaphoric thinking is to invent, to create, and to challenge
conformity by extending what is known into new meadows of knowing. (Sam-
ples, 1979)

The metaphoric mind is a partner to the rational mind. It is different
in the way it perceives information, the information it perceives, the
way it processes information, the way it retrieves information, and
the way it expresses itself
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I have a friend who many times does not hear the words you say to her she is
busy attending to the tone cf your voice, the rhythm and pitch ofyour speaking,
and is intuiting what all of the information means about the quality of your
present experience so she can choose how to relate to you. She has a strong
metaphoric capability. She is artistic, creative, intuitive.

The metaphoric mind is this, and more; it

... is the reservoir of the intuitive simultaneous, spontaneous, diffuse, and non-
linear functions of thinking. It is voiceless but adds emotional color to language,
it accommodates inexactitude as it works figuratively, linking dissimilar objects
to develop an unrelated third. Above all it is a pattern detector. (Conway,1983)

Brain hemisphere research (Orenstein, 1977; Sperry, 1973) suggests that what I
have described so far is housed primarily in the right brain hemisphere. For my
purposes here I'd like to call the metaphoric mind that which is beyond what is
usually described as right brain functioning, and to include what is often
described as the subconscious. The two have many similarities, and are "tapped"
with similar techniques for learning purposes, so I find it difficult to separate
them. Perhaps the subconscious is the right brain's storage and reprocessing of
all past experience. For example, imagery is a right brain activity. For many it is
visual, has no sense of time, i.; without words. (Williams, 1983)

IBut the specific image comes out of the workings of the subcon-
scious, and is released only by quieting the rational mind, relaxing
and moving into another state of consciousness.

The specific image is the result of creatively reprocessed past experiences our
"inner wisdom's" attempt to make sense of all the input without resorting to the
pros and cons and words of rational problem solving.

I recently was reminded of the power this version of the metaphoric mind has
when I had hypnosis to lose weight. The process was one of deep relaxation,
dredging up and focusing on an image of myself when I was at my ideal weight,
and knowing that I would want to eat only that amount of food that would allow
me to lose 1-2 pounds a week, so that I could again look like my ideal image. I was
amazed how easy it was to lose 50 pounds. Dieting has never been so easy. My
doccor who hypnotized me did not control my mind; he helped me release my
subconscious mind and use its power to control my eating. Prior to hypnosis, I
attempted a rational approach, identifying all the reasons why I should lose
weight, and planning low calorie meals; but I gained, instead of losing. Rational
mind by itself was not enough but it did lead me to seek the help I needed. And
my knowledge of nutrition provided essential help along the way.
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Rational mind and metaphoric mind are necessary partners.
There are many activities described in the literature that you can use
to get in touch with your metaphoric mind, and to help your learners
do the same.
Common elements in all of them:
Knowing with certainty that learning will occur.
Temporarily suspending or quieting rational mind.
Remaining open to the expected, but more especially to the

unexpected.

You don't have to be a hypnotist. These techniques have been used in just about
any subject matter area from physics and chemistry to personalproblem solving,
from tennis to cooking, from typing to self understanding. Some of the tech-
niques are centering (Hendricks and Roberts, 1977), visualization (Samuels and
Samuels, 1975), guided imagery (Sheehan, 1972), meditation (Miller, 1982),
dream analysis (Garfield, 1976), synectics (Gordon, 1961) and psychosynthesis
(Assagioli,1965). Entire books have been written about each, as you can see from
my references.

I owe thanks lo Marge Denis for these statements, drawn from her list of basic
processes of intuitive learning. Marge also makes the point, and many people's
experience verifies it, that you cannot will the metaphoric mind to function. You
have to let it function, relax so that it will, and trust that it will. Artistic endeavours
emerge from the metaphoric mind, too. Drawing, painting, sculpting with clay,
weaving, creating music, poetry, all allow the right brain to function and reveals
to us what we can be and how we can integrate and synthesize ideas, as well as
create.

I have never used my metaphoric mind to create music or poetry but I have
used it to synthesize ideas. Several years ago at the end of a course, I listed the
major learning processes I had experienced during the course, as I had asked
students in the course to do. I had a list of about 30 processes. Understandably,
no one was particularly interested in my list. After class was over, I decided I
needed to do more work with the list, to see if I could find a way to make it more
meaningful and interesting to myself and others. I first cut the list into individual
processes. Next I grouped similar processes together and gave each grouping a
name (a rational, cognitive process identified by Taba, 1967). By then I had no
further ideas of what to do, but was not yet satisfied. So I went to bed, but did not
sleep.

Suddenly an idea came a metaphor to represent the grouping of process. I
grabbed my tape recorder which was by my bed, put in a blank tape, and
described the metaphor. (I knew that if I got up and got pencil and paper, I would
lose the idea in logic and rational structures.) I talked into the recorder until the
idea was exhausted, shut off the recorder and tried to sleep. About 30 minutes
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later, more ideas emerged, and I talked them onto the tape until I felt finished.
This cycle occurred at least three more times. I was awake and productive nearly
all night, and by morning I had synthesized ideas that have served me well in my
teaching for five years, and were the beginnings of this chapter. It was a most
exciting night.

IHad I sat at my desk with a blank page in front of me, and tried to
create the metaphor and the synthesis of ideas I would have given
up in frustration or something very boring would have come from my
rational mind.

I recognize how incomplete this section is. I take comfort in my knowledge that
you will be able to create ways to use the metaphoric mind in your teaching. But
the metaphoric mind works better if you give it some input from the rational
mind. I hope you are able to find, read, enjoy, and profit from some of the
suggested readings I have listed.

Spiritual Capability
Our spiritual capability that helps us in learning is not necessarily one that grows
out of a religious background. The spiritual is difficult to define. I can only make
some statements about some of what it includes:

Spirituality involves an awareness of all there is and an openness to what is not.
It is the strength and fearlessness to allow ourselves to transcend reality and
ourselves. (Buscaglia, 1978)

Spirituality is an awareness, wonder, deep sense of awe of the
present, the potential, of persons or nature. It is an awareness and
awe of connectedness of whatis and what could be. It includes your
vision of what could be for yourself your purpose in life for others,
for nature.

The fact that I can plant a seed and it becomes a flower, share a bit of knowledge
and it becomes another's, smile at someone and receive a smile in return, are to
me continual spiritual exercises. (Buscaglia, 1978)

Aldous Huxley (1975) quotes a poem by Wordsworth, in which he writes
impatiently about books:

Enough Science and of Art;
Close up those barren leaves;
Come forth and bring with you a heart
That watches and receives.
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I like the phrase "a heart that watches and receives" but do not feel we have to set
aside our spiritual capability while we are reading a book or engaging in a rational
mind, scientific experiment. As Buscaglia (1978) says:

The scientific answer had net taken the mystery from the experience. Because
something can be explained need not affect its wonder.

As I think back about teachers and learners whom I have known who have
allowed their spiritual capability to develop even to some extent, their way of
expressing themselves in everyday conversations reveals the awe they feel about
life, learning, and the deep (or higher) sources of meaning. They recognize each
other and have an immediate sense of trust in each other as co-learners about life.
We can begin to understand why this is so as we take in the words of Molly Brown
(1983) as she describes spiritual awakening and transformation:

Spiritual experiences are those which give us new expansive perceptions about our
relationship to the cosmos, which allow us to glimpse a reality beyond the logical,
rational, physically bound world we usually consider to be our home. These new
perce ptions are naturally accompanied by strong emotions of fear, joy, hope, and
even despair. Our thinking may become confused, disjointed, and at the same
time expansive. We may create whole new patterns of understanding from this
seemingly mental chaos ... When we undergo such experiences, our values
change. We become more open to 'transpersonal' values: ethical, aesthetic, heroic,
humanitarian, altruistic, and creative ...

Many adults have had such experiences without thinking of them as spiritual.
Brown goes on to explain:

Spiritual awakening takes many forms, compatible with the qualities and
characteristics of the individual. It may be an artistic urge, a strong impulse to
express one's self in colour, shapes, textures, or music. It may come as a vision to
create something of service to the world ... Many people speak of "being guided"
in their lives by a wisdom beyond their consciousness.

Some of the adults who come to our classes may be there to gain information and
skill needed to fulfill a spiritual urge or "obsession". What a privilege we have to
help them fulfill their vision.

Brown describes how the metaphors and procedures of psychosynthesis can
help people develop and express their "Higher Selves" or spiritual capability.
Using these procedures requires special training, but students who take the
training often subsequently reveal how important it has been for them in their
lives.

There are surely many paths to becoming aware of our spiritual capabilities
and using them in our learning. I again turn to Brown for another thought that
enables me to feel that I am on the journey and am able to support others on their
journeys:
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Spiritual awakening is an awakening to who we really are and a transformation
in how we manifest our special qualities in the world ... When we free ourselves
of inhibitions, distortions, and fear which block our self-understanding, how rich
and beautiful are our gifts, how joyful their expression, and how awesome the
impact they can have upon the world.

The Whole Picture
I have described these six capabilities as separate phenomena, but they are not
separate; they are very much inter-related. In some, perhaps most, learning
projects all are operating, sometimes even simultaneously. For example, meet
fictional Ann. She is meditating one day; an image appears in her metaphoric
mind. It suggests that she wants to make a major change in her life. But thoughts
of major change stir strong emotions, taking form in physical agitation and
sleeplessness. She talks with a friend (relational) about the image, finding it
somewhat difficult to express the image in words, but explains it and her feelings
to her friend. She then identifies all the pros and cons of the change (rational) and
still feels indecisive (emotional) to find another way of making the change that
would not be so disruptive in her life. The answer she finds fits in beautifully with
her vision of her life's purpose (spiritual), so she makes the decision to make the
altered change, and learns what steps to take to do so (rational). She is now happy
(emotional) and full of energy to begin (physical). She is convinced she has made
the right decisions because her whole being feels in harmony (spiritual).

The research dealing with the relationships between capabilities is sparse.
There are two studies I can report, however. One deals with the emotional and
the rational. Common belief is that a highly emotional person is also chaotic,
diffuse, and disorganized. However, in one study it was shown that this isnot so.
The study demonstrates that the wider the range of one's emotional expressions,
the more complex is one's intellectual expression. The research, done by Sum-
mers, suggests:

A person who is capable of shifting viewpoints and considering a situation from
its multiple perspectives is especially likely to rapidly alter his or her initial
evaluation and to transform the corresponding emotions. (Brain Mind Bulletin,
1982)

This research is seen as strongly supporting a theory of emotional-cognitive
structures, proposed by Gray and LaViolette (Brain Mind Bulletin, t982). The
theory maintains that thoughts are embedded in emotional codes in our brains.
Gray gives educators some hint about how to use this information:

We are feeling beings before we are thinking beings. Emotional nuances play the
primary and organizing role, and the cognitive structures are more passive.
Therefore, the ideal transmission of knowledge shouldstart with an emotional
nuance.
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Another combination which research helps us understand a little more is the
rational-metaphoric. Samples (1979) watched children of various ages work
through learning sequences in physics, natural science, and astronomy. Teacher
interventions were not allowed, so the children were following their natural
inclinations. They spent most of their early time in a problem sequence in play
(metaphoric). When they tired of that they switched to the rational. When tney
had had enough of that, they switched back to play. They alternated back and
forth between the approaches. About two-thirds of the way through the se-
que.Ice, they became more rational, "constantly choosing linear and logical
explanation and routes for exploration ... The closer the children got to a rational
solution, the more difficult it was for them to return to the metaphor". He also
reports that at that stage the children's appearance changed, they became more
serious, didn't smile as much, their body movement diminished, and they
seemed to be looking for approval from nearby adults.

The research reporting how children play at various stages of learning
reminds me of the important innovative research of Melamed (1987) on the role
of play in adult learning. She states:

During the course of my study, five areas emerged as particularly compatible with
a playful approach to living and learning. Although play is not an isolated
phenomenon in these themes, its threads intertwine, enrich and humanize each
of them. The areas are:
Relational - the capacity for cooperation and connectedness.
Experiential - validating and learning from experience.
Metaphoric - intuitive and right-brain thinking.
Integrative - valuing a holistic and organic connectedness to people and things.
Empowering - facilitating transformation in ourselves and the world(s) we
inhabit.

We can also look at personal experience and historical evidence to see the inter-
relatedness of the six capabilities. Instances of high level creativity and inventive-
ness show us several capabilities at work. Gray (Brain Mind Bulletin,1984) gives
us two instances: Kekule's deciphering of the benzene ring after being moved by
a dream of a snake swallowing its tail, and:

Einstein's repeated statement that ideas came to him first in the form ofvague and
diffuse bodily sensations that gradually refined themselves into exact and repro-
ducible feeling-tones. Only when this process was completed could Einstein
mathematically define the new concept.

Few of us are Einsteins even in our own field, but we can use all of these
capabilities for a more creative life through richer, fuller learning.

Keane (1987) in his research, has documented and illustrated how men who
were not Einsteins, did use all of the capabilities as they worked thei r way through
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long periods of self-doubt in their lives to emerge into fuller, more integrated
selves. They experienced phases of disorientation, self-acceptance and integra-
tion in their search for meaning and peace. These men used all of their capabilities
in very crucial times during their journeys out of doubt.

ll have a hunch that if we have more or less equally developed all of
these capabilities, they will serve as checks and balances on each
other, and keep us from going overboard in one direction. The whole
has a wisdom beyond the sum of the parts.

Learners' Awareness of Capabilities
An increasing number of people are becoming aware of this enlarged view of the
potential of humans in learning. It is compatible with the new paradigm or world
view Marilyn Ferguson (1980) describes in The Aquarian Conspiracy. Several
assumptions will change in education as this new paradigm becomes more
prevalent. Some of the newer assumptions that are emerging:

Learning as a process, a journey.
Relatively flexible structure. Belief that there are many ways to teach a given

subject.
Priority of self-image as the generator of performance.

-Inner experience seen as context for learning. Use of imagery, story-telling,
dream journals, centring exercises, and exploration of feeling is encouraged.

Strives for whole-brain education. Augments left-brain rationality with holis-
tic, nonlinear, and intuitive strategies. Confluence and fusion of the two
processes emphasized.

Concern with the individual's performance in terms of potential. Interest in
testing outer limits, transcending perceived limitations.

Concern for the environment of learning: lighting, colors, air, physical comfort,
needs for privacy and interaction, quiet and exuberant activities.

Human relationships between teachers and learners are of primary importance.
Teacher is learner, too, learning from students. (Ferguson, 1980)

She also states: " ... we are capable of imagination, invention, and experiences we
have only glimpsed."

There are other writers who describe what they see emerging as a new
paradigm: Schwartz and Ogilvy, 1980; Jan tsch and Waddington, 1976; Lemkow,
1999
I don't claim that the view of learners that I have posed here captures all the
characteristics they see emerging, but it is compatible with them.

Nonetheless, it has been my experience, even recently, that most adult
learners are not aware of the potential of all of these capabilities in their own
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learning. Once they become aware of them by experiencing them in their own
learning, they feel greatly empowered and eager to learn more and experience

more of their own resources.

'When first introduced to these ideas, learners seem to react in one
of two ways: (1) resistance and disbelief based on fear; or (2) relief
that at last the way they have learned all their lives is being recog-
nized. More express resistance than relief.

Helping Learners Learn How to Learn More Fully
So how do we help learners recognize they have been playing only onestring of
their guitar and are missing out on music that is fuller and more beautiful?
None of us wouid advertize ourselves as guitar teachers if we could play only one

string, regardless of how many notes we could play on that string. We could get

a lot further if we could play a few chords, at least, using three or four strings.

I'm suggesting that before we attempt to help learners use anyofthe
capabilities otherthan the rational,that we become comfortable and
confident of our own use of the capability that we want to introduce

into our classroom.

I think my own progression through them has been: (i) rational, (2) relational,

(.3) emotional, (4) physical, (5) metaphoric, and (6) spiritual. I have not devel-

oped as fully as I want to in the final two metaphoric and spiritual, and am
continually learning more about each of the six.

If we have used a particular capability in our own learning, and know one or
two techniques we are comfortable using, our confidence and trust is commu-
nicated to our students, and they become willing to risk or experiment.

A technique that I have learned from my doctor (Dr. Charles Bill) will serve
well in this context, too. He does a lot of hypnosis, and finds most people are
afraid to undergo hypnosis. He thus explains hypnosis as moving to another state
of consciousness, a phenomenon that we all experience hundreds of times aday.

We sometimes are very intensely focused on something, then we drift on into
daydreams, we relax, then we become very busy, thinking of many tasks at once.
All are different states of consciousness.

As teachers, we can help ourselves and our learners become aware ofhow
much of our everyday experience these capabilities are. There is nothing new or
strange about them; we are just going to use them in our learning.

My doctor further reassures hypnosis patients that hypnosis can only help
them do what they want to do (stop smoking, lose weight, be free of pain). The
patient is always in control; there cannot be coercion into doing something he or
she objects to.
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Learners going through an imagery exercise are always in control. If the
directions are not comfortable or helpful, they can change them for themselves.
If everyone else is on a fantasy trip back in a dark tunnel, but Sue is afraid of the
dark, she could climb a mountain instead.

A final caution is that there are no "shoulds" or "oughts" in emotions, in
physical reactions, in intuition, in imagery, in spirituality, in relationships. We
must not judge or question what a learner has had as an inner experience. We just
accept. If the learner's experience was an unusual one, he or she may want to
explore it later with you, but the exploration can never be judgemental.

Think of how much you are as a person because ofyour rational capability and
the training it has had.

IIf each of our other capabilities could add l/l0 as much to you:
experience and your being (and I suspect they can add more than
that) think how rich you would be.

Wouldn't it be worth a little effort and openness to what could be? Wouldn't you
rather play all the strings of your guitar and teach others to play more beautiful
music on their guitars?
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Chapter 7

Application of
Learning Theory to

the Instruction of
Adults

Donald Brundage, Ross Keane,

Ruth Mackneson

Practitioner's Summary

It is one thing to state that "people learn in a variety of ways', it is quite another
to make clear not only howthis is so but also whatthis may mean to the instructor
of adults.

Descriptively and almost experientially this chapter takes the fledgling in-
structor bythe hand. The long-time practitioner maywell take a second look here
too. From the initial stages of planning an adult program with practical sugges-
tions to ease and solve common problems, as well as pointers that help to
maximize learning, this chapter even includes some innovative ways to evaluate
"what you have done and what has happened in your class".

For a teacher accustomed to teaching children, what differences will be
encountered when teaching adults? And how should these be handled?

The authors point out that increasing age represents increasing life experi-
ence and this complexity causes each person to view their learning in differing
ways in accord with their own development. It follows then that the teaching
itself will have to be modified to accommodate these differing ways and to
encourage the continuation of learning long after the prngram is finished.

Further, it is importantthat initial planning be flexible enough to accommodate
these differing needs. While these thoughts refer to the content and process of
the learning within the class, the instructor also needs to be sensitive to the
environmental needs of adults while learning: lighting and temperature, and
even the placement of chairs all reflect a sincere interest on the part of the
instructor to enhance the learning in every way possible.
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Beginning contact with the students not only creates opportunities for their
input and expectations, but also a chance for general introductions before a brief
outline of what the program may include is presented. These are called "proc-
esses of climate setting".

Typical problems of adults: tiredness, excessive talkativeness, or retiring
shyness, are all discussed together with practical solutions. Exposing the
experience and knowledge of those in the group becomes a challenge for the
lostructor.

Recognizing that the primary purpose of all evaluation is really to "provide
information for action", the strategies detailed here are of value to both instruc-
tor and institution, but most especially to provide a basis for ongoing learning by

the adult student.
The "final words" of this chapter depart from the previous ease of format and

thrust deeply into some exciting new findings about learners adapting to "self-
directed learning" and just how the instructor can be of assistance by becoming
aware of previously hidden difficulties.

This expansion on taken-for-granted concepts such as "self-directed", "cli-
mate", "facilitator", "learner behaviour" and even "learning processes", pro-
videsthe instructor with a tantalizing glimpse of the world of research and theory
from which each of these concepts has emerged. Well-practiced adult educa-
tors will find refreshing insights here.

t

er
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What Do We Need to Know?
People learn in different ways. This simple fact is often not understood or
acknowledged by those of us who share the professional task of helping adults to
learn. Efforts to learn are also compounded by failure to grasp the facilitative
process upon which much learning is based. How do we help others to learn?
What are the processes associated with that activity which, if properly under-
stood, could make us much more effective teachers and learners?

This chapter attempts to make explicit the link between what is known about
how adults learn and what we can do as facilitators to improve the process.
Instead of approaching the subject theoretically and abstractly, we will take you
on a personal journey of discovery as you undertake the onerous responsibility
of instructing adults. We have tried to imagine you as an instructor preparing to
meet a class of adults. This chapter will help you to:

deal with the essential differences between adults and children;
plan a course or curriculum;
enter the facilitation process;
cope with the fallout of problems;
maximize the learning process; and finally
evaluate what you have done and what has occurred in your class.

Design of the Chapter
To do all this, we have chosen a prototype named Lesley, who has been contracted
by a community college to teach a new course in Canadian History. (see Fullan
(1982), especially Chapters 3 and 7). One of the goals of the course is to help the
participants lea:n about the elusive nature of Canadian identity through an
examination of historical events.

Lesley has been a very successful high school teacher, specializing in Canadian
History. She has learned over the years to balance the demands of career, family
and personal life. She has been impressed by the reports of her friends that
somehow teaching adult evening classes is qualitatively different from teaching
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children during the day. She has accepted the invitation to teach for the
community college and she is excited by the possibilities but also somewhat
apprehensive about doing it.

What does Lesley need to know? What new skills does she need to learn and
what attitudes would be helpful in successfully conducting her courses?

Characteristics of the Adult Learner
Often educators are not convinced of the differences between teaching adults and
children, between andragogy and pedagogy, until they grapple with broader
experiences of the adult learner.

What are these differences? Lesley will likely be asking herself this question as
she begins to plan her course in Canadian History. Her professionE I career to date
has been devoted to understanding children, their learning needs and what they
have to do with Canadian History. How will she go about helping her class of
adults master the same basic content?

First, she will have to appreciate that her students are older and by the nature
of that fact, more complex as learners. Not only could their ages span more than
5o years, but along with that difference and all the life experience associated with
it, are all the variations of ability and personality seen in any class of children.
Secondly, the adults will also have different expectations of what Lesley will do
and should do, and a wide range of reasons for taking the course. Each will be in
a different life space and a different developmental phase, so each person will
view this learning experience differently. Lesley will want to work with these
individuals and their own unique characteristics so that all participants will learn
in a manner appropriate to their learning styles and developmental stages.

Effective teaching depends on strategies that consider the entire
educational situation, the skills and resources of the learners, their
characteristics and goals and the requirements of the subject mat-
ter.

Patricia Cross (1981) points out that different stages of life actually call for
different learning abilities. She maintains the educational model that would
capitalize on the learning strengths of adults, de-emphasize the processing and
acquisition of large amounts of new cognitive functions calling for integration,
interpretation and application of knowledge. She identifies the greatest prob-
lems with memory for older people as occurring with meaningless learning,
complex learning and learning requiring reassessment of old learnings.

Planning the Program/Course
With her increasing awareness of the complex forces at work in helping adults
learn, Lesley now approaches the central task of planning her program in

1 9 a
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Canadian History. Malcolm Knowles (1980) outlines his comprehensive guide-
lines for shaping a program based on the learning needs of adults. His model
contains six steps, each following in a logical order that is at once comprehensive
and simple:

Knowles' Program Planning Model
climate setting;
needs assessment, awareness of expectations;
objective and goal setting, desired outcomes;
structure and strategies, methodology;
implementation, action;
evaluation, guidance for change.

Knowles, like any competent adult educator, recognizes the complexities of
developing a curriculum based on the systematic integration of content and
process. In Lesley's case, the content is the Canadian History subject matter, and
the process involves the interaction between Lesley and her adult students, the
students with one another and with the content, and the learning environment
and the class. (See Brundage and MacKeracher (1980) especially Chapter 5.)

Stages in program planning (Knowles' model)
Knowles begins his model with the assertion that it is essential to discern the
needs of the students you will be instructing. In Lesley's case, she will know that
the students who enrol in her class will be primarily interested in learning more
about Canadian History. But what else might be on their agendas which will
affect their learning of history and their satisfaction with the class? Perhaps they
want to develop greater expertise in teaching themselves, or to become more
specific about what it means to become a Canadian, or to get back to the books
after a long interval away from formal learning, or to escape a cantankerous mate
in a failing marriage, or just to support the continuing education program at the
local community college.

'The possibilities of student needs are endless. But in her planning
before meeting her class, Lesley needs to be open to this range of
expectancies and be sufficiently flexible with her plan to respond to
many of them.

At this point, she can only conjecture what these needs might be by becoming
familiar with the learning needs of adults in general.

The next step in Knowles' model is to develop objectives for the course to
as many of the needs as possible. Lesley will then want to elaborate the details of
her planning in specific modules for presentation to her class. Finally, she will
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want to evaluate what she has done in relation to what her students have learned.
Lesley is now prepared to meet her class for the first time. She has conscien-

tiously tried to understand the assumptions underlying the notion of how adults
learn, why and how adult students differ from children and what their learning
characteristics are likely to be, given their maturity. She has now developed a
program plan for Canadian History to meet the learning needs of her adult
students.

The First Class: Setting The Climate for Learning
The physical environment for adults may require careful attention. Adults are
more likely to need good lighting, accoustics, fresh air and comfortable chairs
than children because many more have begun to have sensory impairment and
chronic diseases such as arthritis and other effects of the aging process. As well,
the facilitator needs to consider room management, arrangements for food and
beverages, washroom facilities and so on. Other sources which speak to the need
for a conducive physical environment are: Botwinick,1973; Kidd,1973; McCluskey,
1970.

The class now sits before her. She has introduced herself to the students as they
arrived. This was possible since she has only 20 students. Had the enrollment
been any larger, she would have had to wait to introduce herself more formally
at the beginning of the class. Lesley may have her students put their first names
on cards in front of their chairs or on their desks to help the process of relating
names to faces. After calling the class to order and again identifying herself, she
sketches in brief detail the nature of the learning experience the class is about to
enter. With this done, and having responded to the few questions raised about
the course outline, she says she is interested in knowing more about the people
in the class, the reasons they have for coming, and some expectations they have
for the course. Lesley models the kind of response she is seeking by briefly telling
them why she is teaching this course, of her interest in Canadian History and, as
this is her first experience of teaching adults, of her pleasure in anticipating such
an opportunity.

Each member of the class follows in order until everyone has had a brief
moment to say why he or she is present and what he or she would like to learn.
Lesley, in the meantime, has been taking notes and encouraging participants by
asking questions to broaden their comments.

Now Lesley is in a position to enlarge on the plan for the course. In some detail
she reviews the program she has developed and shares with the students what
they can expect to cover and why, as well as setting out the requirements for the
course, and how student learning will be evaluated. She will also outline the
resou. ces students will need for the course.

These processes of climate setting may have exhausted the first class depend
ing on how long the group meets. No matter how long the time, the care that goes
into setting an appropriate climate for learning will pay off as the class progresses.

13i
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People do like to be acknowledged by name and will respond if properly
encouraged with comments about their learning goals. These may not be clearly
articulated - in fact, some students may have subconscious reasons for being in
class, but fuzzy and ill defined as these goals may be, students like to have a chance
to express them.

Common Problems or Challenges in Teaching Adults
Lesley now progresses with her teaching and she is excited about the good things
that are happening each time she meets her class. As the weeks progress however,
she encounters a series of minor problems common to most teaching situations
for both children and adults which are especially critical for the adult learner and
now challenge her.

Challenge one: catering for pooped pete
Pete is a very keen student of Canadian Historybut is a chartered accountant who
has already spent a full day at his office. His capacity to stay alert fades as the
evening progresses.

'Lesley comes to appreciate the fact that if Pete is encouraged to
move around, to share in the leadership of the group and have a
coffee break occasionally, his learning capacity stays fairly con-
stant.

Challenge two: Catering for talkative tracy
A Tracy and a Sam (who follows as Challenge Three) are a trying pair who seem
to turn up in every learning situation. Lesley has had long experience in dealing
with such personality types in children, but in this class of adults she observes
some differences. Tracy is inquisitive by nature and very long experience has
persuaded her that talking about what she knows and asking questions about
what she doesn't know is an effective way of learning for her. So over the years
she has developed that style which is to the relative disadvantage of other learners
in the class.

Lesley recognizes that the challenge to her is not to stifle Tracy's inquiring
mind, but to help her see that what she has to offer is related to what other class
members may contribute.

!The technique is essentially a linking one bytaking a firm but positive
leadershiP in chaining ideas together so that each member of the
group comes to feel that they made a contribution to the growing
idea.

With this accomplished, Lesley discovers that Tracy has become a better listener
for she now appreciates that her ideas are seen to have worth and have become
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part of a larger knowledge base. Since she is already a keen learner, Tracy is now
consciously aware that by honing her listening skills she is improving her capacity
to learn.

Challenge three: Catering for silent sam
Sam, on the other hand, is a mystery to Lesley. His normal learning style is to
participate as a listener and again, he has spent his life learning that way. Shy by
nature, he somehow feels his ideas have little merit especially when verbalized,
so he keeps his mouth shut but participates actively as a silent learner. Lesley
knows that the class would likely benefit from what Sam has to say but doesn't
want to upset him by asking a direct question.

I

ft occurs to her, however, that if she breaks the class down into
small groups that Sam would likely feel more at ease and begin to
talk.

It worked, especially when she began the small group process on a dyad basis and
then moved three dyads together to form a small group of six. Having discovered
that it is fun to speak in class (as long as there are not too many listeners around)
Sam has progressed so that he can make a contribution to the
small group which gets repeated to the larger group without being identified as
his. Slowly he alters his learning style to be more talkative and feels better for it.
So does Lesley.

Challenge four: Sharing the teaching/leadership function
While Lesley is excited about her class, she is getting more fatigued as the weeks
go by. As a full-time teacher she has already done a day's work and in addition,
has rushed home to tend to her family's needs and hurried back to teach her class.
She knows her subject matter so well that she is tempted to simply lecture and let
it go at that. However, she soon learns that if she is willing to give up some aspects
of her teaching function, her students will quickly pick them up especially if she
had planned well for that eventuality. The power of experiential learning has long
been in her arsenal of teaching methods and now she learns how to apply the
method to adults.

IBy enc ouraging herstudents to become involved in preparing projects
for class presentation, she had demonstrated her willingness to
share in providing teaching/learning resources for her class.

She also discovers with increasing pleasure that her adult students are a remark-
able learning resource in themselves and have a great deal to contribute to the
knowledge and skill of her class.

1 3
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Challenge five: Channelling new enthusiasms for learning
Like most adult educators Lesley is discovering that her new approach to teaching
adults is yielding dividends she had not expected. Some members of the class
have begun to develop personal learning projects based on their class experience,
and for which they would like assistance from Lesley.

Lesley must somehow encourage and focus such learning without
being an essential part of it. To encourage but not get directly
involved is an art which Lesley has developed in all her teaching.

But now she senses a difference with her adult students. They expect her to react
as a colleague, as an equal. While she knows that her knowledge is respected, it
is different.

IIf she responds positively to the collegial expectation, she will not
have to become directly involved but will simply suggest direction
and expect her students to weigh the value of her advice and move
from there.

In essence, Lesley has moved her students from a dependent stance of learning
through independency to interdependency.

Challenge six: Providing for cc itinuous evaluation
Things are going so well for Lesley that she tends to feel that it really isn't
necessary to check back with her students for their feedback about the course as
a whole and her role as an instructor.

IShe learns, however, that periodic quick checks improve the nature
of the learning experience for all, and so makes a point of building
such techniques into her planning for the course.

She knows too, that the College expects an evaluation of her course so she begins
to plan how she will do this as the class reaches its final session.

At the end of some of her classes she provides an evaluation check list for her
students to complete before leaving. On other occasions she uses the last few
minutes of her class for students to reflect on the experience of the class and the
personal learning that has taken place. Lesley shares this feedback with her class
and modifies future activities so the students will know she is serious about their
reactions to the course.

I She discovers with satisfaction that continuous evaluation of an
adult learner's experience helps immeasurably to consolidate the
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I learning that has occurred and to build a climate of mutual trust that

1 is shared by instructor and student alike.

A final responsibility Lesley faces is to conduct an examination or provide a
means by which she, the participants and the College will know how successful
the students have been in achieving their learning goals. The College may have
a common format for evaluations which Lesley maybe obliged to use but beyond
that she can develop her own techniques of evaluation to supplement the one
used by the College.

For example, she could ask each student to reflect silently on the major
learnings that have taken place for that student. Then students would be asked
to share their insights with one another and then with a group of four. At this
time, the groups would record their reactions stating what conditions, people or
events helped them in their learning and which did not. The groups could then
share these findings and this could be followed with a full discussion about the
COLITse.

ln using such an experiential process of evaluation Lesley would discover that
the feelings which surround all learning events can be increasingly articulated,
explored and documented to see how they complement and support the content
learnings of the course.

Evaluation
Most school oriented institutions require a report from the teachers about each
student as the basis for their accreditation. In adult education however, evalua-
tion has a wider application because it is felt that the primary purpose of
evaluation is to provide information for action. Thus it is relevant to the goals of
all participants, and an integral part of every stage of the program.

IIn order to fulfil the requirements of the school or College, the adult
educator can ask their assistance in developing an evaluation
system that both complies with policyand assists theirown learning.

There can even be variation in the evaluation formats for various members of a
class, where some prefer an examination type of evaluation, and others prefer to
write a paper or make a class presentation. Research in adult education has shown
that student-referenced evaluations are the most conducive to optimum learn-
ing

Should an examination be required by the sponsoring institution, what type
should it be? An open-book type, or one that stresses prepared answers relating
to students' own goals or should it be learning-centred evaluations that in
themselves can facilitate learning? Malcolm Knowles has championed the prac-
tice of learning contracts. S:nce the goal of adult education is learning, and
teaching is but a means to 'earning, Lesley will want all the evaluations to be
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congruent with that philosophy, and avoid any notion of an authoritarian
position. But some of her students will desire her approval, and will only validate
themselves through her criteria. During the time of the course, Lesley will try to
help such students to value their own experience, and to see their learning and
course goals as worthy criteria for their accomplishments, accepting self-evalu-
ation as valid.

The instructor's evaluative reflection
Lesley has now completed her first course with adults and reflects with some
satisfaction on her efforts. She has been consciously aware of the subtle differ-
ences between how adults and children learn and has become familiar with the
characteristics of the adult learner. In addition, she has mastered the techniques
of program planning for adults based on the knowledge of these differences. Her
skills in climate setting, working through the common problems that face
instructors of adults and developing criteria for evaluation have all made her a
promising and effective adult educator.

Some Pitfalls and Some Solutions
The main body of the text of this chapter has been written in a manner which we
think will convey to the busy adult educator a sense of how learning theory can
be applied to the instruction of adults. But in real life things don't always move
smoothly. Let's now direct our attention to some problems experienced by
learners as they increasingly share responsibility for program planning and
implementation.

In other words, what are some of the pitfalls facing instructors of adults and
what are some possible preventions or solutions?

Virginia Griffin is an adult educator who has explored ways of helping
learners become more self directed in class groups. The problems and issues she
names are different from those cited by Knowles and will need to be considered
by facilitators who involve learners heavily in program planning and implemen-
tation. She presents, in the context of a learning group, a list of problems facing
learners as they try to take greater degrees of responsibility for planning their own
programs.

1. Becoming and staying responsible for themselves. It is one thing for facilitators
and learners to intellectualize about taking responsibility; it is another to
immerse themselves n the hard struggle of being responsible.

2. Maintaining and increasing self-esteem. Once learners can say "I'm scared about
doing well" they devdop intense feelings of support and find great bursts of
high energy for learning.

3. Owning one's strengths, desires, skills, needs. This is necessary for learners to
move out of a dependent stance.

4._ Trusting one's own flow, energies, and intuitions. Learners need to be in touch
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with their feelings and their bodies to find where their own energy is. Very
often they get caught up in what they assume to be other people's expecta-
tions.

5. Dealing with confusion and arnbigr`v.
6. Clarifying what they have learned.
7. Redefining what legitimate knowledge is. It can be a challenge to the adult

educator to help learners capitalize on their experience and regard that as
legitimate knowledge. Learners find it difficult to accept that learning from
their own experience and reflection is legitimate knowledge.

8. Relating to others.
9. Dealing with content.

Importance of socio-emotional (relational) climate
The introduction exercise detailed previously about Lesley was one way of
showing how to attend to aspects of the social-emotional environment. Alterna-
tively Lesley could have asked the class to break into twos or threes and spend
some time talking about themselves. These small clusters could be formed into
larger groups or members could introduce each other to the class. Introductions
should help to develop a climate that is free from threat and that will allow for
interpersonal relationships based on developing trust and openness. These
conditions must be nurtured and developed at the beginning of the learning
program and then maintained throughout.

I Climate setting enriches the entire course experience by fostering
student-to-student interaction in learning tasks.

Removing obstacles as a way of improving climate
Obstacles to learning are many and varied. Many students begin courses with
anxieties about the facilitator's expectations. These may be reduced if the
facilitator makes clear statements about her objectives and intended methods of
teaching. It can be helpful to have course requirements available to students as
a handout. Also lists of resources, including community based resources, reading
materials and cultural resources can be useful here.

A word about motivation
The facilitator could profitably spend some time during the first few learning
sessions deliberately lowering anxiety to a manageable level. Sharing and partici-
pating in the course plan is helpful in lowering anxiety.

Relationships between facilitator behaviour and learner behaviour
Our present understanding of the relationship between teaching and learning is
limited. There may be little direct, causal behaviour but it is hard to reject the idea
that facilitators play an important role in adult learning. It is the facilitator who
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is most likely to focus on maintaining the learning environment and to support
the life of the class through wise interventions and suggestions of strategies and
resources to help learners make optimum progress toward their varied goals.

Facilitating The Learning Process
Research done at OISE in the department of Adult Education by Marilyn Taylor
and Heather Bates shows significant interaction for the individual learner
between three processes: first, the abilityto make sense of the class experience and
to order and label it; secondly, feelings of self-esteem and third, the ability to
relate to other individuals in the class. These processes interact and enhance one
another. The implications of this finding are that facilitators may need to explore
ways of increasing interaction among learners, promoting conditions conducive
to trusting relationships, promoting reflection on experiences and encouraging
the naming of experience in a way that makes sense to the learner, and finally, of
finding ways to enhance the learner's self-esteem.

What would this look like in practice?
A facilitator committed to acting on these findings might

have small groups of learners interview each other to help identify individual
learning goals;

take time for learners to talk together in small groups of shifting membership;
use names and have constant name reinforcement;
provide opportunities for individuals to share their personal learning goals for

the course.

The facilitator will model the acceptability of making mistakes, self disclosure
and self evaluation. A noted humanistic educator, Arthur Coombs (1975) has
stated:

The humanist approaching educational accountability finds himself ina difficult
spot. On the one hand he finds it necessary to resist the distortion produced by
preoccupation with performance-based criteria as educational outcomes. Behav-
ioural objectives have such apparent simplicity and straightfonvardness and
create such an illusion of business-like precision that the humanist finds himself
regarded as soft, unscientific, fuzzy minded, and generally opposed to progress.

Furthermore, Coombs continues, "the issue is one of overall goa's. Methods of
assessment have indirect as well as direct effects upon educational settings ... and
such side effects cannot be ignored."

Evaluation of both the course and the students range through a continuum
from objective to subjective, quantitative to qualitative, behavioural and human-
istic. While objective criteria may call for papers and other evidence of learning,
subjective evaluation is largely accomplished by student-referencing and self-
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evaluation of their accomplishments towards their own goals. Since evaluation
is a guide to action, it is ongoing throughout the course and provides the feedback
required to adapt the class sessions towards the attainment of identified goals.

In outlining some of the humanistic objectives for education Coombs stressed
that problem-solving behaviour, creativity, values development and the discov-
ery of personal meaning are all involved, and that accountability is concerned
with the information aspects of learning. Humanistic objectives are "directed to
the qualities that make us human internal states like feelings, attitudes, beliefs,
understandings".

Many of us, at least initially, may not experience the same success that Lesley
has achieved in conducting her first course with adults. Yet by consciously
improving our knowledge, skills and insights into how adults learn and helping
to facilitate that process, we will begin to share Lesley's enthusiasm for teaching
adults.
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Chapter 8

Culture in the
Classroom
Thelma Barer-Stein

Practitioner's Summary

Emphasizing that the topic of "culture in the classroom" is always present, the
author explores meanings and relevance of both concepts of 'culture' and
'ethnicity' especially as they have significance for the learning situation. She
notes that a sensitive awareness of cultural differences should be implicitly
embedded within each course of study, program and attitude, and shared alike
by teacher and student. That is to say that the tacit presence of cultural
differences should be positively used as an enrichment to studies and to
relationships.

The concept of culture itself may be defined in varying ways but is taken here
as "the sum total of all aspects of the life patterns of daily living." While the
concept of ethnicity is taken to mean the differentiation of a minority cultural
group, the author points out that this could mean that every person may be
considered as an 'ethnic' depending on their geographic location. When their
cultural group is dominant, they are no longer 'ethnicl The successful integra-
tion of peoples from differing cultural backgrounds develops most successfully
when overt efforts are made in the host societyto foster an ambience of security
and comfort while encouraging an increasingly Canadian identity. This is sup-
ported by developing familiarity with new patterns of daily living. This can be
important learning for adults, when the differences within the classroom can be
seen as resources for possibilities, views, and ideas.

Implications for the part-time teacher of adults includes being aware that "the
teacher is always teaching more than the content", and it is from this notion that
the author draws several concrete suggestions:

1. offering students a choice in addressing you and doing the same for them,
2. learning to pronounce student's names;
3. being sensitive to current political situations;
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4. being alert to cultural and racial slurs;
5. encouraging individual questions and contributions relating to cultural back-

ground and concerns;
6. being aware of differing language abilities;
7. being critical of class resource materials and persons;
8. being alert to the differing structure of the daily life of others;
9. permitting flexibility in the curriculum for the adult learner's needs, while

enlightening him or her about mainstream Canadian ways;
10. replacing mere tolerance with serious and continuous efforts to understand

cultural diversity.

Any factor that can help a teacher to be more effective is ultimately of value and
worthy of effort. Especially for the part-time instructor of adults, attention to the
matters listed above require no costly outlay, but can facilitate comfort and
lessen the learners' anxiety. Learning is always enhanced when the learner feels
at ease. Ratherthan considering cultural diversity a liability in the classroom,the
adult educator needs to view such differences as the important resources for
learning and interaction that they really represent.

Remember too that the instructor has a cultural heritage which will influence
interaction with others. An understanding of one's own cultural heritage and
assumptions is an imperative priority.

1 4 I.
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Chapter 8

Culture in the Classroom

Thelma Barer-Stein

ICulture in the classroom is not a topic that you have the privilege of
adding or deleting. Culture is always present in any human interac-

N tion.

Culture is what forms an integral part of each person's identity and behaviour.
It exists and expresses itself whether or not we are overtly aware of it. Cultural
differences are expressed in languages, appearances, beliefs, perceptions, life-
styles, attitudes and values. These find expression in behaviour.

It is in the interests of effective teaching, that each educator of adults has some
understanding of the implications of culture on themselves as well as others, and
how these may be applied to enhance communication and learning.

Implications of cultural understanding within a learning situation have been
studied and discussed under many titles and labels. Here are a few:

Ethnic Pluralism
Immigrant Studies
Development Education
Multicultural Education
Intercultural Education
International or Comparative Studies

In order to appreciate and promote such human awareness and concern on
a local or global basis, there must be knowledge and understanding first of one's
own culture and ethnicity. Such study is neither esoteric nor egocentric. Such
studies about others yield important information about ways of doing things in
cultural contexts that differ from our own but which may have valuable impli-
cations for us. At other times, studies of processes of problem-solving and
decision-making (for example) in other lands are helpful in business and
marketing on both a local and international level. Just as any intercultural
contact, whether on an individual, diplomatic, military or commercial level,
benefits from awareness of personal behavioural characteristics, so too do the
contacts between teacher and student.

In Canada, as in many other areas, diversity is a demographic reality. Canada
is home to more than too differing ethno-cultural groups and it is this reality that
motivated official government policy of Multiculturalism in 1971 to give explicit
recognition of this fact. Since that time many programs have been developed and
much effort has been expended to both encourage and promote multicultural
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awareness, and not without some,criticism. Do such 'multicultural programs'
encourage the status quo of minority groups and help to maintain the elitism of
dominant groups? Instead of heritage programs and cultural celebrations,
should we not be promoting 'Canadianism'? How, if at all, can teachers be
educated for this 'multicultural reality' and would it matter if they weren't?

There are many questions and many questioners, and the debate will continue
to rage even while the increasing presence of differing cultural heritages contin-
ues to express itself in differing ways. But if we accept that cultural heritage is an
indelible part of each person's identity, then it follows that it must also be an
advantage for the teacher of adults to find out more about culture.

This chapter will attempt to explore briefly some of the concepts of
culture and what is meant by 'ethnicity: Of special interest to
teachers will be an overview of some approaches to dealing with
culture that have been used with varying success in Canadian
education.

And finally, with some sensitivity to the subtlety of the issues involved, some
suggestions for the teacher to enhance mutual learning that takes place in any
learning situation.

Cultural awareness can make an important contribution to the learning in
your classroom. Often when a teacher ignores the tacit responsibility of promot-
ing an atmosphere of openness and respect with regard to cultural diversity, the
unfortunate corollary may induce negative stereotypes, narrowing viewpoints
and racial slurs, regardless of the subject-matter of the course.

'This is to underline that teachers are always teaching both by the
content of their work and also by the process of the teaching itself.
This includes explicit words and terms as well as the whole realm of
non-verbal communication in gestures, facial expressions, body
postures and even seating arrangements.

Therefore, the inter-relationships as well as the interplay between verbal and
non-verbal communicative processes all contribute to the totality of what is
happening in any learning situation, be it a classroom, laboratory, workshop, or
a gathering under a tree. Mutual understanding based on knowledge and respect
will enhance any such learning situation and must be the goal of any teacher.

What Is Culture?
Without at least a cursory examination of some concepts of culture as viewed by
various scientists, it would be difficult to really comprehend the profound
significance and implications of culture of each person's daily life. Just as Huxley
said:
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... the better you understand the sigmficance of any question, the more difficult
it becomes to answer it ...

so too, we will see that the more we uncover varying concepts of culture, the
greater our difficulty to explain it simply.

Since anthropology is the study of humans, it's not surprising that most
definitions come from this field of study. I have selected a few of these to present
here to show that there are some commonalities even within the diversity.

John Walsh (1973) has stressed the importance of a world view and apprecia-
tion of cultures with his emphasis on the need for Intercultural Studies. He offers
a succinct definition:

One's own culture is that life pattern within which one feels secure.

He also speaks of dynamism, evinced by the continuous changes represented by
the traditionalists of any culture who seek to maintain the status quo and the
progressives who strive for change. Walsh maintains that the people of a culture
share:

history and language
theological or religious outlook
common value system
common political or juridicial system
common educational system or/and literature
similarities in physiological appearance

As early as 1944, Clyde Kluckhohn defined culture simply as "the total way of
life of a people", but also included in his definition that this affects the individu-
al's life and is perpetuated "so long as it meets the needs of the individual for
orderly way of life and the satisfaction of biological needs." (Zborowski, 1962) In
later writings Kluckhohn (1962) adds to his definition the whole realm of implicit
and explicit behavioural patterns as well as ideas and artifacts integral to a
particular cultural group.

Not satisfied with these, M.F. Ashley Montagu (1968) adds yet another vital
characteristic of culture:

Man alone among the animated forms of nature...has moved into an adaptive
zone that isentirely a learned one. This is the zone ofcuhure, the man-made, the
learned part of the environment. (emphasis is mine)

It was Alfred Kroeber, the first student of the famed American anthropologist
Boas, who said that "the most significant accomplishment of anth ropology in the
first half of the 20th century has been the extension and clarification of the
concept of culture". (cited in Kluckhohn, 1962)

Summarizing the main aspects of culture, we may arrive at a statement like
this:
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'Culture seems to repre5ent the total of all aspects of the patterns of
daily life that are lea Tied ty an individual and that determinedly
affects that person's mhaviour, provides a sense of order, security
and identity, and yet f aradoxkallyis in a state of continuous change.

Learning Cuiiul6
How does a person learn culture? When does this learning begin, and does it have
an end point? Does an individual have any choice in this learning? Just how is
behaviour affected? How is it possible for learned Iife patterns to offer one both
security and identity and at the same time be in flux? Are there other reasons for
retaining cultural membership? And is this stated culture of a societal group the
only type of culture existing?

Cultural learning begins early
The differences so evident in cultural groups becomes even more apparent when
we realize that learning begins (at least) in infancy. Even the briefest considera-
tions of differing birthing beliefs and practices, child-rearing, parental respon-
sibilities for example by a farming community in northern Quebec, a tribal group
in Africa, and an aristocratic family in England are sufficient to bring to mind the
disparity in values. Yet each family may believe that what they are doing for that
child is "the best way'. Learning, whether directed by inner needs or outer forces
of the society begins early and likely ends only with death. The flexibility of
learning choices at any given period of one's development may well depend upon
the mores of the total cultural group.

The most significant learnings, culturally speaking, may well be
those accumulated through observation of others and through rote
imitation and memorization. These are usually accumulated with
scarcely conscious awareness.

Consider for just a moment the huge package of behavioural responses, attitudes,
communicative skills and so on that the small child brings to the first day of class
in a school. Throughout the lifelong process of learning, approval of parents and
family and later the approval of peers, teachers, fellow workers and managers as
well as the cultural community as a whole, each play their part in shaping the daily
life pattern for that person.

Culture is identity with rituals and traditions
Rituals and traditions are deeply embedded in cultural life patterns. Their
routine practice and repetition provide security and reinforce the identity of each
member. Yet choice and change do occur. If a choice of change enhances the life
patterns and thereby the group survival, then it will be accepted. If suggested
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changes threaten the group's cohesion or survival, then the changes will be
discarded by formal or informal consensus. Or the individual or group promot-
ing change may be ostracized.

There are many reasons why an individual remains identified with a particular
cultural group. These reasons may be voluntary or involuntary. Security also
provides a sense of belonging and a sense of comfort with that which is familiar.
Ways of doing things that can be done without conscious deliberation save a lot
of time and energy. The well-worn rituals of daily life and the traditional routines
in varying situations are all but taken for granted within one's own cultural
setting and group. The merest gesture, the slightest intonation of speech, each are
well-understood. Within such mutually understood rituals and traditions, it is
not uncommon that a familial sense of care and concern as well as support, make
group cohesion a daily advantage despite pressures for change. This may help to
explain why cultural changes occur slowly.

Cultural Identity or Many Cultural Identities?
In the western world we take pride in the concept of individuality, yet without
cultural identity, the individual would not get far. A great deal of what we claim
as personal identity is actually composed of the myriad of involuntary attach-
ments to customs, values, manners, beliefs and attitudes rooted in cultural soil
and learned before we were aware that we were learning anything. But if personal
identity is so closely linked to one's cultural identification, then how may we
account for individual differentiation within each cultural group?

To shed light on this question, we must again examine our meaning of culture.
Thus far, I have really only given consideration to the notion of culture in terms
of familial and communal groups. What of other human groupings, not based on
family? Other groups include corporations, institutions, colleges, schools, pro-
fessions, occupations, socio-economic status groupings, age groupings, even
male and female divisions of humanity. Different though they may be in
direction and purpose, they retain identifiable characteristics and even rituals
and traditions, that profoundly affect the daily life patterns of those individuals
that are a part of them.

The complexity of culture increases on realizing that it is possible for one
person to be a part of several 'cultural' groups at the same time.

For example, if we can separate out certain patterns as being intrinsic
signifiers of particular cultures, then it's not difficult to see that an individual can
at once be for example, Italian, Canadian, a member of the profession of medical
practitioners within a specialization of psychiatry, and at the same time be a
member of an upper-class socio-economic group as well as being elderly and
female. It is as though each of these cultural memberships add extra layers to the
individual's identity. Most importantly each of these layers was learned. Further,
each addition heightens the uniqueness of that individual identity.
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Cultural movement or adaptation
Wilma Longstreet (1978) writes at length of the problems that exist for example,
between the culture of the home and the culture of the school.

When we speak of 'cultural adaptation' we may really be speaking
of the awareness of a differing cultural setting that requires us to
quickly learn those daily patterns (or accommodate to them in some
acceptable wa y) that will grant us security in the new environment.

Such adjustment or adaptation is crucial and although we are not usually aware
of doing this, it is a process we assimilated early on.

Although Longstreet's work deals with children and adolescents, there are
many factors which apply equally to adults and which profoundly affect ability
to learn, learning styles, as well as attitudes to the learning itself. Adult's cultural
patterns become more firmly fixed over time, but some important differences
between children and adults in the adaptation from the home culture to the
school culture (for example) rest mainly in the adult's greater degree of life
experience in assuming new roles for differing situations, and in greater oppor-
tunities to exercise logic and reasoning to select from available choices in any
situation. The adult may also have more control and/or power.

IAdult learners have usually been able to exert some choice as to
whether and what they will learn. Children more often may have
learning imposed upon them.

Culture shock
Movement from one cultural group to another whether permanent or tempo-
rary provides a shudder of shock to one's identity and sense of belonging. This
seems true whether one considers movement from one country to another (as in
immigration) or simply visiting another family or school. In some historic
instances culture itself has been imposed upon others as in the historic Turkish
occupation of Greece, the temporary disappearance of Poland from the map of
Europe, and the Russification of the Ukraine. Yet while cultures may also be
accepted voluntarily through learning (as in some intermarriages) ironically, it
is often the forceful imposition of one culture upon another that does more to
preserve the original culture, than does the peaceful coexistence of differing
cultures. This phenomenon will be pursued in the next section. (See also Barer-
Stein, 1988.)

What Is Meant By Ethnicity?
Just as the term culture conjures up varying interpretations, so too does the
notion of ethnicity. Frequently one hears of the term with a distinct minority
connotation to distinguish smaller cultural groups within a dominant one. At
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other times this term may connote reference to quaintness as in folk traditions
of dance, song or foods. Within each of these usages, ethnic often carries a note
of condescension by the speaker. This deserves closer scrutiny, particularly as we
become aware of the many cultural groups in Canada's own multicultural
society.

As in the varying concepts of culture, there are also many viewpoints of
ethnicity. Two sources that view an ethnic group merely as a means of differen-
tiation follow. Canadian sociologists Crysdale and Beattie create this definition:

Ethnic Group: Persons who share a common descent, a sense of collective iden-
tity and usually a common cultural heritage ... language and religion. The term
is often incorrectly applied to only minority national groups but it can be used to
refer to dominant groups such as the English or Scots. (Crysdale & Beattie, 1973)
(emphasis is mine)

The International Encyclopedia of the Social Sciences points out that ethnic
group represents a "category of the larger population whose culture is usually
different from its own".

I But if one removes the sense of dominance from the definition, it
becomes clear that the group characteristics are the same.

Or put in another way, in the country of China the Han Chinese are the dominant
cultural group and therefore within China are not usually termed as ethnics. Yet
the Han Chinese living in other lands, whether first or fifth generation may
according to some definition be called ethnics.

ITherefore, any cultural group may at some time be considered
to be ethnic in the minority sense of depending on their geographic
location.

Since any cultural group may at some time or place be considered to be ethnic,
let us for the purpose of discussion proceed with the definition presented by
Crysdale and Beattie (shared by many others) and assume that this is so. That is
to say then, that each person is an ethnic. For those to whom no pejorative
connation lies embedded within this term, there may be no affront. But for those
to whom this concept implies "quaintness", "primitiveness" or "folk-customs",
the reaction may be one of disbelief.

Pejoratives and disbelief aside, consideration of the meaning of ethnicity is
important because of its widespread use in the western world (Isajiw, N.D.).
Ethnicity conjures many questions. Some individuals and some groups do not
accept that they are ethnic! How does one get to be ethnic? What is understood
by the term ethnocentric? How can we gain some understanding of the inter-
relationships of ethnic groups that is sometimes referred to as assimilation,
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alienation, or conversely as acculturation and accommodation? Finally, if the
notion of ethnicity is so troublesome, why does it endure, and why do people
retain their ethnic identity?

It is difficult to separate out the qualities of ethnicity that actually differentiate
from culture. There seems to be more uniqueness implied in a hyphenated
Canadian derivation (such as Dutch-Canadian) than mere 'Canadian'.

ICan it be that retention of ethnic (minority) identity is part of 6.0,
personal need for identity and belonging, and in part a reason for the
endurance of ethnicity? For this reason I offer the notion that
ethnicity may also be understood as one's own personal slice of
culture.

Ethnocentrism is more widely spoken of than is 'cultural centrism'. Yet they
mean essentially the same: the sense of superiority when a group feels that their
way is the only way, superior to others and that therefore they have little or
nothing to learn from others. As Fersh (1974) says:

The elders teach that the ways in which we do things are the natural ways, the
proper ways, the moral ways. In other places, they are "barbarians" and
"foreigners" and follow a strange way of life. Ours is the culture, and theirs is a
culture.

While this attitude may contribute to the survival and cohesion of the group, it
can unfortunately lead to xenophobic tendencies where all who differ are
denounced and hated for those differences. Listen carefully to news broadcasts
of other areas of the world where populations are described variously as con-
gested, trouble spots, underdeveloped and overpopulated, seething and so on. Is
any area of Canada ever described in this way? Scan a report of a multicultural
festival and note the terms of description such as colourful, folkways, quaint,
different. Of course one group seldom considers its own areas as troublesome, or
its traditions as quaint. But it is often those characteristics that may have enabled
varying groups to survive and it is even possible that some inventions, ideas, and
lifestyles could be adapted and prove helpful elsewhere.

Ethnocentrism taken to extreme may completely isolate the group from
external contact and influence of both people and ideas. Such deliberate isolation
may hold the seeds of racism and the sprouts of prejudice, discrimination and
stereotyping. What is not known may be wrongly conjured.

Fortunately reality is like a continuum where ethnic groups varyingly open
and close to others. Sometimes there may be cultural imposition, albeit with
good intention. Such was the case of the many missionary groups many of whom
truly believed that they had a better way. They used education, medicine and even
food supplies to entice others to their 'better way'. The western world has 'shared'
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technology and aspects of materialism with parts of the world that neither needed
it nor benefited from it. Only recently has there been a global reversal of such
missionizing trends with more sensitive consideration of existing modes, condi-
tions and even traditions of cooperative education, medicine, business and other
fields. On a local level, deeper understanding of the cultures of others has
provided people with fresh insights into their own backgrounds (for example
Haley, 1976). The realization that most human values such as pride and shame,
accomplishment and failure and the drive to survive in a world of peace - are
universal, is making inroads past crusty barriers of ethno and cultural centricity.

Assimilation vs intAration
This same sense of cultural superiority (over the ethnics) may have spawned the
many stages in Canada's own history of attitudes towards immigrants. (Strange
that both the English and the French as majority groups should so readily lose
sight of their own positions at some point in history - as immigrants.) The early
1900s saw the period of assimilation where the WASP (White, Anglo-Saxon and
Protestant) image was strongly and overtly presented in all forms of the media,
and especially throughout the educational system with the express intent of
producing homogeneous Canadians. Influx of more immigrants led to the
popularity of the hyphenated Canadian, denoting pride of both past and present
as in `German-Canadian', 'Japanese-Canadian', etc. After World War II 'race'
became a dirty word and 'assimilation' was too uncomfortable after the world
had witnessed their dire meanings and expression by the Nazis.

'Kovacs and Cropley (1972) describe assimilation as the process of
groups becoming more similar to each other, in other words, as a
diminishing of ethnic differentiation. Their description is one that
incorporates varying degrees of adaptation.

That is to say that assimilation is not an either-or, but a process that is individu-
alized both in type and degree. For example in the work world many people
readily adapt as far as clothing, routines, even jargon are concerned, yet maintain
their ethnic language, foods, clothing and even manners upon returning home.
Kovacs and Cropley point out that the opposite of assimilation is 'alienation' and
although this is usually considered a negative term (one ofloneliness, anxiety and
estrangement), it may actually be that the assimilation of one factor or area of
daily life may necessitate the alienation of another. It seems that one must leave
something in order to add something else. Finally in their view, assimilation and
alienation may depend on viewpoint. For example, the development process of
the teenager may well be viewed by the parents as rebellious alienation from
them, while the adolescent may see it as a movement toward independence and
assimilating with peers.
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I Similarly, the process of becoming more deeply identified with a
cultural group could be seen as alienation from a former group.

E.K. Francis (1976) considers the use of 'integrated' which seems to suggest a
minimization of the problems of assimilation by 'better fit'.

'Francis notes that "ethnics may be said to have been integrated to
the extent that they function properly within the social order of the
host society." On the other hand, ethnics may consider themselves
sufficiently integrated or assimilated when they feel secure or
comfortable. (Barer-Stein, 1978)

Culture or ethnic identity?
Now with some understanding of ethnicity, it seems to be clearer that whether
one uses the term 'culture' or `ethnic' to denote a particular societal group, the
identity accepted by the individual seems to be most important. Movement between
cultural groups, in the form of 'assimilation' seems to be a matter of degree rather
than existence or non-existence. But this seems to open wider the question of
ethnic endurance.

Despite pejorative connotations held by some people, many reasons could be
advanced for the persistence of voluntary and involuntary ethnic identification.
Such identification may occur not on the part of the individual or group so
identified, but rather, from external sources. By this I mean the calling or
labelling of someone or some group as belonging to a minority cultural group
when they, themselves long ago considered themselves to be Canadian.

Persistent identification is often found where the group members are com-
mitted to varying but profound belief in the group. For example while Jews may
speak many languages, bear physiological appearances similar to almost any
world group, accept and adapt to varying political systems, and even vary in their
religious beliefs from atheism to fundamentalist orthodoxy, all may claim to be
Jews. And this even in the face of repeated historical discrimination, persecution
and attempts at genocide. Books have been written in attempts at explanation.

Ethnicity has not only persisted, but for many groups there has been evidence
of historical revivals and survivals, most recently in the "new ethnicity" (Novack,
1974). Isajiw (1977) offers some explanation. He pointed out that ethnic groups
can be identified in two ways:

1. as a group of people who share a distinct culture
2. people WhO identify themselves and/or are identified by others as belonging to
the same group.

That is to say some may actually share the culture while others may only share the
feelings of identity.



8. Culture in the Classroom: Thelma Barer-Stein 157

Ethnicity and anonymity
Note how many times the term 'identity' has appeared in this chapter. Necessary
in any personal search for identity are the qualities of pleasure and pride in that
identification, a sense of belonging (acceptance), some link with past history, and
some belief in self-worth. Isajiw discusses yet another factor. He feels that the
fragmented and competitive society spawned by technology that marks the
western world, has turned people towards ethnic identity because it is deeply
associated with shared feelings related to human events and the seasons of
nature. It seems that the greater the individual feelings of anonymity, the greater
is the need for ethnic participation and identification.

From the preceding discussion, and even perhaps from personal experience,
we can see that

'Culture is an indelible facet of each person's identity and behav-
iour and since any form of education is linked with human commu-
nicating, it follows that cultural considerations must find an impor-
tant place in that educational relationship.

Approaches To Culture In Canadian Education
While it may seem obvious that recognition of multiculturalism may be the first
step towards incorporating some global awareness into any program of studies,
the means of doing this have varied. Some have been more successful than others.
Ray (1980) has noted:

... all Canadian teachers share a responsibility in promoting an atmosphere of
respect for cultural diversity, and teachingwhich ignores this function cannot be
described as "good"...

However, Ray is quick to note that there is also a lack of general agreement as
to whether this is so. Vague expressions of dissension have been heard, and he
lists some:

multiculturalism is a political issue,
it is something for immigrants,
emphasizing cultural diversity creates ghettos,
multiculturalism will 'dilute' the curriculum.

Cultural diversity in Canada is a demographic reality. Understanding of any
reality, its shape and direction is urgent for human survival. Within Canada's
policies and the resulting programs for multicultural understanding are many
that are specifically directed to aid the immigrant newcomer in learning about his
or her new home, job and language. But in the collaborative sharing of ideas and
experiences, immigrant students, workers and professions are an enrichment to
the entire society. With a policy of mutual encouragement and the participation
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of schools and communities in such learning activities, newcomers now feel
more comfortable about participating in the general society rather than retreat-
ing to ghettos for security and comfort.

ISuch collaboration should never be in the stilted form of yet another
course, but should be part of the sensitivity to cultury diversity that
is projected through every program.

1. Creating Cultural Uniformity
A brief review of some of the approaches and notions critically considered by T.R.
Morrison (1980) in his historic review of teaching methodologies offers some
insight. Up to the 1960s, these were all characterized by the goal of creating
cultural uniformity. That is, the mission of all educational systems in Canada was
to "absorb into itself those who differ from it", based on the old assimilationist
theories. While this attitude has been officially dismissed, Morrison openly
wonders how many teachers and programs across the country still favour (by
their attitudes, programs and materials) the Anglo group?

2. Creating Cultural Appreciation
A condescending nod in the direction of the minority cultural groups after the
1960's brought a period in Canadian education of cultural appreciation. Indeed
in Troper's (1976) view, it was really a period of confusion where "if educators
related at all to the diversity of ethnic and cultural groups in Canadian society it
was usually as a problem to be overcome rather than as a factor in Canadian
society to be celebrated". Such appreciation seemed to include displays of foods,
music and costumes as though cultural identity was an item that could be put on
display and then dismissed. Morrison's belief was that such displays were only
accepted passively and he questions the possible interpretation by audiences. The
passivity of the presentations seem to have been reflected in the passivity of
audiences.

3. Value Inculcation
The third approach to cultural education is described by Morrison as Value
Inculcation. Here the general goal is to point out the role of values in developing
cultural sensitivities. Hopefully, the learning of values would lead to
"resocialization and value substitution" which is a euphemistic way to express
that the open comparison of various cultural value systems would undoubtedly
find Anglo values superior. But Morrison and ethers have noted that value
systems are context-bound, depend upon interpretation, and may not be equally
understood by adults and children. Finally, great responsibility rests with the
person (teacher, parent etc.) defining, transmitting and interpreting such values,
as well as with the recipient.

1 5 3
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Realizing the pitfalls of the previous general teaching approach across
Canada, the next approach was one of attempting a universal set of values and
moral principles. But soon it became apparent that value conflicts exist not only
between but also within individuals and societies. For example Canadians may
as a whole view subjugation of women as a negative and yet it may be an integral
aspect of some cultural traditions, thus leading to tensions and conflict.

Towards A Transcultural Reality
Morrison argues that all persons have both an individual as well as a collective
identity "that is both rooted in the past and also moving toward different
futures". He presses for "transcultural awareness" whtrein a person's cultural
commitments have transcended his or her own towards that of a universal
identity.

What is unusual about the transcultural person is an abiding com-
mitment to the essential similarities between people everywhere,
while paradoxically maintaining an equally strong commitment to
his or her own differences.

The teacher sensitive to the cultural diversity of the learners within the class-
room, must not only be aware of individual culture but also have knowledge and
understanding of their similarities and differences. This implies an understand-
ing of what this awareness should consist of, and how one may feel assured that
sufficient awareness is being expressed. But how to evaluate something so
elusive? So many approaches have been tried and found wanting, yet it seems that
every effort should be made towards a transcultural reality.

An increasingly common view of the practical meaning of transcultural
reality, recently expressed by Dixon (1992) suggests that appreciation of subcul-
tures (or ethnic groups) should never take precedence either in policy or in
action, over the national culture.

In other words, pride in one's own cultural group should always be seen in
relationship to the success of the greater Canadian culture, and, I would add, its
place in global society.

Implications For The Culture-Sensitive Teacher
Accepting the importance of cultural sensitivity may well prove to be the first
important step to becoming transcultural. Since most of our own individual
cultural knowledge is subconscious, a willful effort to take note of one's own
cultural nuances may be the initiation to deeper personal knowledge as well as
increased cultural respect generally. For example, the reader may have chosen to
peruse this chapter just out of curiosity, but having read this far will already have
a greater appreciation of ethnicity and culture than may have existed previously.
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IIf nothing else at this point, the part-time teacher of adults will be
aware that culture does have an impact on one's identity, behav-
iour, values and thus upon learning.

Regardless of the topic of the education, whether updating skills or extending
cognitive knowledge, the teacher is always teaching more than the content, and the
learners are not only learning, they are also inter-relating socially.

As educators of adults, we are continually making unobtrusive selections not
only in the p. ise content of the courses being presented, in their pace and
timing, but also in the type of resource persons and materials we are selecting.
Even the timing of deadlines for projects and presentations which may be in
conflict with special occasions need to be culturally considered. We express
implicit or explicit implications politically, socially and economically in our own
dress, manners of addressing and greeting and the handling of small unpredict-
able incidents within the learning situation. Have we always been aware of these?

Here are some concrete v ays that the transcultural teacher can enhance
ambience and thus contribute markedly to the comfort and learning of the
adults, and incidentally gain credibility and personal respect. You will note that
the following list includes cultural as well as sub-cultural differences. Overall, it
seems that erring on the side of formality (at least) is better than informality
which may be taken negatively.

1. Be aware that many peoples of the world are accustomed to offering and
demonstrating great respect for teachers. Offerthem a choice in addressing
you by first name or surname; accept each with aplomb. Do the same for them.

2. Make a point to learn and to pronounce the student's names correctly and as
formally or informally as they indicate. They have pride in their names and
identity even as you do. Recognize and respect this. Your effort will be
appreciated.

3. Be sensitive to current political situations not only in the obvious arena of
discussions, but also in groupings and seating arrangements and take care not
to favour one culture over another.

4. Be alert to cultural slurs. Be open to incorporating several views of a discussion
topic by making use of the differing views and backgrounds within the
classroom to give a personal slant. Take the time for clarification and
examples when there seeems to be evidence of prejudice, discrimination,
stereotyping or just a misunderstanding.

5. Encourage individual questions and contributions relating to cultural back-
ground. For erample, after an explanation of a skill or metaphor, encourage
the offering of differing skills and differing met 'tors from other cultural
contexts.

6. Be aware of differing language abilities in English and take care to speak loud
enough as well as distinctly. Use examples whenever possible and encourage
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feedback to determine when further repetition or a better example may be
required. Often simply speaking more slowly can be of great help.

7. Be critical of class resource materials and persons:
Do they represent varied points of view?
Do they appeal to varied senses and feelings?
Do they avoid offending minority groups?
Accuracy? Well-qualified? Current?
Are they stimulating and appropriate to the learner's development level?

8. Be alert to a different structuring of daily life. For example, in manners of
greeting, inviting, praising and criticizing. "Yes" does not always mean that
things are being understood; it may simply signify politeness. An invitation
however casually expressed may be understood seriously. Laughter may
indicate embarrassment rather than humour. Theremay be initial misunder-
standing of punctuality and deadlines. It may be important not to insist on
male-female mixed groups for projects or discussions: allow people to form
their own groups, find their own seating. Respect those involved in differing
holidays, eating restrictions, wearing unusual apparel or even stepping aside
to perform prayers during class time.

9. Flexibility in the curriculum is important for all learners but especially for
adults. Be alert to pick up personal concerns and current events or issues
which can be related to literature, language or skills or whatever the content
may be. Including the needs and experiences of the adult learners can be one
of the most exciting aspects of an adult class. The teacher as the facilitator, is
in a position to point out the similarities and differences in any situation and
in this way increase the involvement of the people from differing cultures.

to. Replace mere tolerance with serious and continued efforts to understand and
accept the reality of differing values and perceptions.

Why Should Culture Be An Issue For The Part-Time
Teacher of Adults?
The need to increase awareness and understanding of a range of cultural
differences is of importance in this global village of humans, if only for survival.
But since the aim of most people transcends mere survival, then a mutuality of
sincere caring is of crucial importance, but especially for teachers at any level.

I Any factor that can help a teacher to teach more effectively is
ultimately of value and worthy of sincere effort.

Unrelenting efforts to develop awareness of eth no-cultural differences will help
to expose previously overlooked areas of misunderstanding, intolerance, and
disrespect both of teacher and student.

It is well-known that the atmosphere of a classroom can enhance or decrease
the degree of learning. Cultural awareness and sensitivity and the development
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of a transcultural sense will help to make people more comfortable with one
another, increasing both trust and respect. Even those who appear or speak in a
way differing from the majority will soon come to see that it is their opinions,
ideas and knowledge that are important. Even as they are aware of being regarded
as individuals, so they will come to regard others similarly.

These factors are important whether the learners are children or adults. An
atmosphere of understanding and respect (but not necessarily agreement) is an
ideal worth striving towards. Especially important for the adult learner is to be
recognized as having responsibilities, experiences and an identity of value and
that these are valued through the teacher's encouragement to be active contribu-
tors within the learning situation.

The part-time teacher of adults is often teaching part-time adult learners, and
the efficient use of available time is important. Feeling uncomfortable means
time and energy removed from learning. Many of the previous list of implica-
tions and suggestions add not only to comfort, but also to the relevancy of the
learning. Shared responsibility in contributing to the curriculum helps to make
the learning a collaborative effort, and teachers and students become peers.

Making use of cultural identity as a resource material in itself can be accom-
plished readily in an adult group, and accepting differing behaviours, and
sources can enhance literally any content. Classroom cultural differences are
rarely considered as a viable and tangible resource, but they are there,

Culture As A Fundamental Ground Of Understanding
This chapter has explored something of the meaning and relevance of culture and
ethnicity for the teacher of adults. This was seen as the necessary fundamental
ground of understanding. Since cultural differences are indelibly a part of each
individual, it follows that understanding and making positive use of this phe-
nomenon will increase individual respect and responsivness and enhance the
learning atmosphere.

IThe cultural diversity existing in any learning situation, but espe-
cially in a classroom of adults must be seen and utilized as the rich
source of learning that it really is.
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Chapter 9

Planning for
Learning: A Model

For Creative
Decision Making

Reg Herman

Practitioner's Summary

In claiming "creative decision making", Herman underlines the explorative,
evolving process that is integral to adult education. Indeed, whenone considers
planning needs of the learner and the experiences each brings to a learning
situation, it seems that repetition, boredom and lack of relevancy would have a

difficult time existing. Each situation differs markedly because of the contribu-
tions of the differing adult learners, and their concerns. Such variations have
impact especially in the area of planning programs.

Citing the classic model format for planning programs as a sequence of steps
such as: assessing needs, setting learning objectives, choosing resources and
means, implementing and finally evaluating, Herman points out that the most
important component, that of evaluating, is frequently neglected or completely
overlooked because it occurs atthe end of the processwhen "theyare too tired!"

He cites Malcolm Knowles' model which includes the mutual planning of both
student and instructorto setthe climate, devise mutual planning, diagnose needs
together, set objectives and plan methods and resources and then follow
implementation with evaluation for re-planning. And he quotes in detail Ginny
Griffin's model as being one of continuous evolvementwith the inclusion ofthree
extra ideas: that of the presence of "choice points" throughout the process and
drawing of awareness to the possibilities; the explicit expression of philoso-
phies:the instructor's,the student's and the institution's. And finally,the ongoing
challenge for the teacher/planner, as exemplification of a model to continue to
learn and to change.

i G ts)
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Herman's own model for "Creative Decision Making" begins with what he

calls "front-ending" all of the process with a clear statement of values and how

they relate to the goals. Secondly he joins evaluative processesto both goals and

objectives and suggests that a means should be found to evaluate every aspect
of the program continuously, no matter how briefly. And thirdly, he adds the

importance of the planners' search for alternatives to each aspect in an imagi-

native explosion of ideas and possibilities.
He defines and distinguishes many aspects of this process and in particular

notes that goals refer to the "broader statements of purpose" while objectives

may be used to distinguish the "more precise aims to achieve those goals".
Examples of these are presented together with helpful suggestions to handle
each aspect of this process. Perhaps most importantly, Herman notes that "there

is never a guarantee that it is going to be the right decision" hence the pressing

need for continuous and ongoing evaluation to spotlight errors as well as

successes.

16;
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Chapter 9

Planning for Learning: A Model for

Creative Decision Making

Reg Herman

There is no neutral education
-Paulo Freire

Back in the free-spending, 99% male administration of the late seventies, a bright
but inexperienzed university graduate applied for and won the job as Director of
Continuing and Professional Education at a Community College. The president
drove him to a large building that the college had just bought and renovated into
classrooms, and said, "Fill that building," got back in his car and drove off.

Rotten planning? Yes and no. It's entrepreneurial style at its vaguest, but it
places confidence in the resourcefulness and responsibility of people, and there's
much to say for that. What it lacks is just about everything else, especially any
sense of adult education as a social force. The college president's planning style
misses a whole range of issues. It is very likely that he doesn't even know 11...:w to
make decisions, but he has lots of company in that failing. The trouble is that such
a lack of planning decisions leads to a limiting, a shrinking of the educational
potential for creativity and social change.

IEvery planning experience and each job, including teaching, can be
dealt with in three ways: one, shrink it; two, do it efficiently and well;
or three, expand it.

Today, the job-shrinking college president would hand to the neophyte Director
a computer program that neither of them understood, but which was supposed
to decide for them the various kinds of training that were to go on in those
classooms.

But because we come from a different value system, as adult educators we
enjoy real freedom to be creative decision-makers in our planning: to clarify our
values on social issues, to expand our goals and experiment with methods of
evaluation, to invent learning methods that meet the learners' needs and go
beyond these, to encourage the learners to become 'masters of their own destiny'.
This is what I mean by a model for creative decision making, but I think the best
way to understand and assess my approach is to compare it with other models of
planning in adult education: the classic model, Malcolm Knowles' and Ginny
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Griffin's. On the way, there are four main issues that the decision-making model
raises.

i. This may surprise you, but the most frustrating issue for me is: where do you
start? and wherever you start, how do you deal with the challenge of a non-
neutral educational stance?

2. How to come up front with clear and precise program goals?
3. When and how to get evaluation into the act without breaking your back in

requirements of time and energy?
4. What is creativity and how do you apply creative problem solving and decision

making to planning in adult education?

Models for Decision Making

The classic model
In education, planners promote a myth that there is a 5- step sequence that goes
like this:

i. Conduct Needs Assessment
2. Set Learning Objectives
3. Choose Methods and Resources
4. Implement
5. Evaluate

Sometimes this model is drawn as a horizontal continuum, sometimes a circle,
but in effect the sequence always ends with evaluation and my theory is that's why
no one ever does it. By the time they get to the end, they're too tired!

I Planning for learning is not a linear sequence. Typically, it's a back
and forth flow of problem solving and decision making.

It is not unusual for planners to choose their techniques before deciding what it
is they are going to do. Frequently, the length of the course is decided first (five
days, 36 hours, three evenings), and then decisions are made to fill the time.
Perhaps it doesn't matter where you begin in the classic model, but I suggest that
you don't start by filling time. The first course I ever planned began just there, we
filled a week.

Coming from a business background however, I was brash enough to evaluate
every session and the total course with pre- and post-tests. The results were a
disaster. The participants learned nothing and intended to change nothing.

But! !earned. l learned two things: One, neverstart by filling time; and
two, evaluate everything. However simply, however briefly, evalu-
ate everything you do in the program.
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I would never have known the mistakes if I had not been so determined to
evaluate every session. And another thing: keep your results. Over the years, these
evaluations will be your best measure of how you're improving as a planner and
a facilitator.

A good example of a self-paced learning program was Mel Rowe's course
design team at Bell Canada. Planning begins with a needs assessment in the form
of a job study, and continues with a series of information searches to determine
objectives and methods. They go back and forth, writing and rewriting their
objectives and methods, but they change the classic sequence in only one case:
they bring the planning of evaluation up one step, ahead of implementation.
Makes sense, but I would bring it up one more step still and join evaluation to my
objectives.

Programmed instruction (P1) and computer-assisted instruction (CAI) and
other self-paced designs offer many advantages: the learner enters when ready,
mistakes are private and so do not lead to loss of self-esteem, and most impor-
tantly they provide early and continuous feedback and built in success. Thesetwo
factors encourage self-confidence and should be included in all adult learning
designs. However, PI and CAI have many shortcomings too. The teacher-
programmer controls everything except the speed of learning (and even controls
that to some extent) and the learner is given virtually no responsibility, freedom
or oppoi tunity to learn how to learn. PI and CAI tend to represent the empty
heads theory of pedagogical teaching design. They are excellent for the straight-
forward transfer of information.

Malcolm Knowles' model
To the classic model, Knowles (1975) contributed two important additions, and
in so doing, he changed the focus from pedagogy to andragogy. He defines
andragogy as the art and science of helping adults (or even better, maturing
human beings) learn. He equates pedagogy with teacher-directed learning and
contrasts it with andragogy, self-directed learning.

Knowles comes to the planning function with a value system that esteems the
knowledge and skills that adults acquire through life experience.

So he defines the adult educator as a colleague and co-learner with
his or her students, a facilitator who works with the students to help
them identify their learning needs, set their own objectives, choose
methods appropriate to their learning styles and the ways that they
wish to evaluate their progress.

One of his goals as a planner follows directly: planning how to involve the learners
in the planning. This was Knowles' first addition to the classic model, and it led
to the need for the second.
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'For most adults, to be ;nvolved in planning their own learning in a
classroom situation is a radical change. Theyhave been conditioned
to accept the teacher as the authoritywho tells the students whatto
do and think.

As a good problem-solver, Knowles took a step back and recognized that the very
first thing to plan is a learning environment that will help the participants to
change in the direction of increased responsibilities. The learning climate should
be informal, supportive, conducive to develop mutual respect and trust. This is
the way his model looks:

Set the Climate
Devise Mutual Planning
Diagnose Needs
Set Objectives
Plan Methods and Resources
Implement
Evaluate for re-planning

Virginia Griffin's model
In the best adult education style and consistent with her own prescriptions,
Griffin's approach is continuously evolving and therefore difficult to render in
abridged form. Nevertheless, she clearly adds three more ideas. First of all, Griffin
draws attention to the great fact of decision problems:

1 All down the line of the planning process there are choice points.

and it is the responsibility of the adult educator as planner to be aware of the
consequences of each choice.

Secondly, she brings the planner's and the institution's

I educational philosophies up front where they belong in problem
solving and decision making,

and after the process she raps the planner on the head and charges her or him:
Be aware of what you believe about education and learning, and behave in your
work-life planning in ways consistent with those beliefs. Finally, she challenges
the planner to continue to learn and change.

What A Program Planner Should Know And Be Able To Do
Griffin's model is complex, but well worth studying:
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i. Be aware of concepts of program planning, be able to use them in thinking and
talking about job activities.

2. Be aware of the "principles" of program planning, know what evidence there
is to support each of them, and have an informed opinion about the validity
of each.

3. Recognize that program planning is a process.
4. Recognize that program planning is a process with choice points.
5. Be aware of alternative processes within each of the following areas of program

planning, know when each is appropriate, and how to carry out each when
necessary:
i. developing and judging the initial idea for a program;
ii. identifying the educational philosophy of the planners and the learners;
iii. choosing a planning strategy and organizing for planning;
iv. assessing the needs of the community and the learners;
v. determining objectives and the priorities among them;
vi. designing teaching-learning interactions;
vii. planning program supports (resource people, A-V materials, program
interpretation, registration, counselling, budget, etc.);
viii. implementing the teaching-learning interactions and the supporting
activities;
ix. evaluating;
x. using the results of evaluation.

6. Know when and how to involve students and other relevant people in the
various parts of planning.

7. Be aware of personal beliefs about education and learning, and behave in work-
life planning activities consistent with those beliefs.

8. Be a continuous learner in the area of programming and evaluating.

Herman: A model for creative decision making
This model proposes three additional strategies for planning in adult education.
First, here we are again with where do you start? I think it's clear that all of us
operate from a value base. The trouble is that, like the college president, we don't
make our values explicit, so they don't help us in our decision making. Further-
more, Paulo Freire has shown us that there is no neutral education and the adult
educator-planner must deal with this responsibility. So, in this model

Iwe front-end all problem solving and decision making with the
clearest possible public statement of our personal, educational and
social values, and link them to our planning goals.

Second, this model seeks to turn planning outside in,

f
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I to bring the planning of evaluation in from the cold and join it to the

goals and objectives.

This way, we increase the chances that the planner will actually conduct evalu-
ations and, as you will see, we will also improve the clarity of the goals and
therefore the likelihood of congruence between values and goals and methods.

Third, it is not enough for the planner merely to be aware of alternatives. In
this model, the planner actively searches for all the information about known
alternatives and then goes beyond even that,

I to invent further alternatives still, especially alternative goals, but
also alternative methods.

Before I describe how to apply these ideas in actual planning, it will ht Ip to take
a moment to identify the elements of decision making.

Five propositions of decision making
To three basic propositions of decision making, I have added two more.

1. The decision maker must recognize that he or she has a choice; to perceive at

least one alternative.
2. Not to decide is also a decision. Slipping back into routine and sterile methods

is an example of the decision not to decide.
3. Decision making always entails a search for information. In dealing with a

decision problem, the decision maker should know how to use all resources,
but must determine how much time, money and energy to spend in the
information search.

4. All problem solving and decision making must be front-ended by values
clarification. In the case of an organization, this may be called a statement of
philosophy or of mission and purpose.

5. At every step, the decisionmaker has the opportunity to be creative, to surface
and gentrate more alternatives, and this is most essential in the identification
of goals expanding the job.

Gordon Miller (1978) summarizes it this way: "The planner must deal with the
crucial elements of all decisions: values, goals, alternatives and outcomes."

Front-Ending Decision Making With Values

'Neutral' adult education
All educational planning, including the planning of leisure courses, is a political
act. To put it simply, education that does not seek to change conditions reinforces
the existing system. Rural areas show this most clearly when much of their

ra r.f
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commerce is parachuted in by urban corporations and the local schools and
colleges train the people for the company. In this way, the colleges help to turn
the residents into dependents on foreign controlled economies, hardly a neutral
education! What alternatives are there? Well, some of our colleges, like St.
Frances Xavier University, have found ways to train people to set up their own
industries.

Creative burnout
Even if we grant the adult educator-planner that the planning of a course in
astronomy, say, is nonpolitical, the lack of values is still self-defeating. Planning
that is not front-ended by a defined value system is trivialized.

William Gordon, inventor of the creative problem-solving strategy called
Synectics, found that after a time, his best problem solving teams dried up. He
thought their creativity had burned out. I think he's wrong and that his teams
were simply not willing or able to go on spending enormous creative energies to
invent new bottle tops and other gadgets for industry.

Similarly, decision analyst Peter Moore of London University finds that
managers in large organizations are not willing to spend the time to conduct
rigorous planning using probability decision trees even on vital decision prob-
lems. Like the creative problem solvers, decision analysts do not raise questions
about the values implicated in their clients' decision making. Unaided by a clear
statement of philosophy or purpose, these managers lack any rationale even to
think about expanding their jobs. I suspect that the phenomenon of teacher
burnout would reveal a similar gap.

IPeople are turned on by creative challenges, but they need to feel
that their efforts are contributing to significant values.

Faced with problem solving and decision making that are not front-ended with
explicit values, the planner will either fail to spend the time necessary for good
planning or will burn out.

A Value base for self-directed learning
There is no one right way of teaching, but there are many strong arguments for
planning self-directed elements in adult education programs (Knowles, 1975;
Tough, 1979; Griffib, 1982). There is also a value base to this planning decision.

One of the reasons that so many people don't plan harks back to Proposition
One of decision making: they don't believe or perceive that they have an
alternative. These people disenfranchise themselves from life's options. It fol-
lows that a first concern the mission and purpose of adult education is to help
people gain greater decision-making power over their lives and destinies, and
this includes increased commitment to and control over their communities and
society. Just think for a moment about the reasons why your students come to
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your course, and how they hope to gain opportunities for growth by acquiring
new skills and knowledge. So:

As adult educators we construct the educational step toward these
goals by planning programs that help participants gain control over
their own learning, by designing strategies and methods that give
them increasing responsibility for their learning within the educa-
tional program you design.

The following scale oversimplifies our alternatives but it's useful in comparing
teaching approaches. I'd like to invite you to do two things: first, add to this
continuum other teaching methods or program designs, for example, Socratic
teaching, experiential learning, and so on. Second, place your own planning and/
or teaching style on the scale.

For the second edition of the handbook, The Design of Self-Directed Learning,
I conducted a survey of the ratings of self,:rected learning courses and learning
contracts by students of OISE's Department ofAdult Education. One finding was
that students who developed learning contracts experienced the greatest sense of
control over their learning. I'd be very interested in your additions to the scale,
if you are willing to share them. Beneath the scale I have listed some examples.

Total Self-directed Total

Teacher P.I. Learning in Learner

Control C.A.I. Schools Control

1 I I I

Lecture Bell Canada's Learning C-R and

System self-paced Contracts self-help groups

learning individual learning projects

Values and Consciousness-Raising (C.R.)

Learning what to want
Sir Geoffry Vickers (197o) a British lawyer and Cabinet Member, wrote a kind of
summing up of the twentieth century problems of democratic government in
which he included this observation: "Learning what to want is the most radical,
the most painful and the most creative art of life."
The common element of consciousness-raising programs is that the planners
begin with values clarification in order to broach at once the problem of sex-role
straight-jackets. In this way, they initiate a process of consciousness-raising that
broadens with the generation of alternative goals (see the section in this chapter
on Creativity in Decision Making). I interviewed several of these planners; and
while they agreed that subsequent topics could vary in sequence according to the
needs of the participants, consciousness-raising had to begin with values clarifi-
cation.

1 r
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Defining one's values isn't easy. In these workshops, the planners use Sidney
Simon's (1974) very tough criteria to separate truly held values from pie-in-the-
sky. The criteria for a full value are that it must be:

chosen freely
chosen from among alternatives
chosen after due reflection
prized and cherished
publicly affirmed
acted upon
part of a pattern that is a repeated action

Still the best work on values, Simon's book is appropriately called Meeting
Yourself Halfway.

Goals, Objectives And Evaluation

The distinction between goals and objectives

IMost planners find it useful to distinguish goals as the broader
statements of purpose and objectives as the more precise aims to
achieve those goals.

To use the Bell Canada example, one of the goals of the course design team was
to protect and support the self-confidence of the learners by designing self-paced
learning whenever feasible. The objectives included planning and designing a
particular course to be installed by a specific date. That was one of the planners'
objectives. Within the course design, there was be a sequence of learning
objectives so precisely defined that they build in continuous feedback to the
particirnts.

In the creative decision-making model, we use the same distinctions, but we
always push for wider choices. Having taken a first shot at naming our values,
(knowing that we're gGing `,.o come back to them again and again), our next
decision problem is to search for all the accepted alternative goals and objectives,
then to try to generate alternatives beyond those. For example, if I were on the Bell
course design team, I would say, "Look, let's brain-storm on a wider spectrum of
goals to come up with some ideas about how to use the experience and the
creativity of these participants. Maybe we'll end up with the same goals we started
with, but I'll bet even then, that we'll open potentials in this course that we might
not otherwise have seen."

I Planning can become a series of adventures.
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These examples have barely touched the surface of the possibilities. They have
been presented to stimulate the instructor of adults to think about innovative
approaches to working with adults in assessing their own learning. The emphasis
has been on devising challenging exercises that are seen as appropriate by the
adult student and that provide clear, understandable feedback to both the
student and the instructor.

Bringing evaluation in from the cold
In the early seventies, the Maryland Department of Education produced 24 video
tapes for the training of Adult Basic Education teachers. When they were ready
to implement the program they called in external evaluators. I'm sure you can
guess the complaint in the evaluators' report: if they had been called in when the
planning began, they could have helped the planners to conduct a more detailed
and useful evaluation. On the other hand, they should have been grateful because
precious few adult education programs conduct any evaluation.

One of the reasons why adult educators don't evaluate is that they don't want
to hear the bad news, even though they know it's the only way they can hope to
learn what to change and improve in their planning and teaching. Another
reason is that evaluations can cost too much in money, time and energy. So there
are two tricks that I'd like to recommend:

1. Write your statements of goals and objectives in behavioural
terms and so specifically and precisely that evaluation is literally
built into them. You'll make it or you won't, and you will know.
2. Keep your evaluations short and simple and use a variety of
strategies.

Writing clear goals is a difficult skill that requires a lot of practice, but that's OK
because in this model you're always changing and adding to your goals and
objectives anyway. I use three resources for goal definitions. Two are by Robert
Mager (1972): Goal Analysis and Preparing Irstructional Objectives. A third brief,
neat prescription is by John E. Jones (1972): SPIRO, Annual Handbook for Group
Facilitators. SPIRO stands for: Specificity, Performance, Involvement (of the Plan-
ner), Realism and Observation. Jones titled these 'Criteria for Effective Goal
Setting'. I would add, and for Evaluation.

Mager's books abound in wit and can be read in an hour. Even if you do not
need to write a planning objective to his criteria, at the very least you will be able
to distinguish between `fuzzies' as Mager calls Jlem, and assessable statements of
goals and objectives.

Some proponents of self-directed learning, including Malcolm Knowles
(1980), reject Mager for fear that lucia goals and precise objectives will limit the
learner's freedom. Obviously, I don't agree. I find no contradiction between
objectives and freedom if one of the objectives is freedom. For example, read the

I '7
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objectives of McMaster Medical School (Herman, 1982). And in Goal Analysis you
will find objectives for creativity written by a music school. In any event, for
creative decision making I commend the pleasure of cleaning the head of fuzzies.

But while I disgreee with Knowles, I also disagree with Mager's suggestion that
if you give each learner a copy of your objectives, you may not have to do much
else. It is a common planning mistake to think that having identified and defined
the goals, subsequent decisions fall into place. That's just an invitation to both
planner and learner to slip back into hackneyed and boring learning methods.

The experience of McMaster Medical School illustrates this problem. The
School introduced an unorthodox group tutorial method of teaching problem
solving. To provide a back-up for this anxiety-arousing experiment, the Educa-
tion Planning Committee defined a large number of learning objectives to
Mager's criteriawithin the problem areas. These were intended to be guidelines
for self-evaluation. To the planners' dismay, the students took the objectives all
right, and ran straight to the textbooks to memorize the `answers', exactly as they
do in conventional medical schools, thus totally defeating the learning of
problem-solving skills. The objecti,-es were withdrawn, but continued to be
useful to the planners in formulating the problems for tutorials.

Like the medical planners, you will find that in a school setting, students are
not oriented to thinking of alternative learning methods. Again like the medical
planners, stick to youi. guns. You must challenge them to stretch and risk and join
with you in the search for creative alternatives.

The second way to bring evaluation from the outside in, is to use a whole
stream of simple, brief techniques. At the end of this chapter, you will find an
easily adaptable instrument that I use in workshops and courses. I use it at the end
of my first session and again at the end of the third. If there's no change, I slit my
throat. These evaluations can prove that I'm a lot better planner and facilitator
now than when I first used this instrument. (Keep your results.) Incidentally
because it's brief, we do it at the end of class in one minute, and I always share the
results.

An even more powerful method of evaluation is to train your participants how
to conduct a group critique focused on what they learned, at the end of every
session. Insist that the critique be planned into every session, that every learner
participate, and allow about two minutes for each. This form of evaluation
should help the participants to identify their learning needs and goals. It is the
beginning of learning how to learn. For you, it is the opportunity to ask: Did we
do anything creative today? Did we address any social issues? Are we congruent
with our goals and values?

I know Lynn Davie will offer many useful suggestions in the chapter on
evaluation and you will find good stuff in Peter Renner's (1988) The Instructor's
Survival Kit, but I would like to offer four easy suggestions for end-of-course
evaluations.
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I. Allen Tough requires (!) that his students tell him three things that they liked
and three they didn't about his courses, and he uses the results.

2. Ginny Griffin invites her students to be creative, to depict in some imaginative
way, the learning journey that they experienced during her courses. In this
way, she helps them to name their learning.

3. I have plagiarized Aidan Spiller's method of evaluating his Recreational
Leadership Program at Fanshawe College. At the beginning of the course, I get
two or three people to volunteer to design the end-of-course evaluation,
giving them absolute freedom, but warning them to keep a weekly record of
course sessions. The entire last session is turned over to implement the
evaluation that they have designed. I can tell you this they are never boring.

4. In one of my courses, I ask participants to define the learning objectives that
they carry away with them. I couldn't ask for a better evaluation of what they
learned.

For myself, the most effective evaluation technique of all is also the simplest.
After every meeting, I set aside thirty minutes that day or the next, to record the
salient things that happened and my observations of what succeeded and what
failed and why, and what this means in terms of my goals and values, and so what
I am going to change next time.

There are two other powerful techniques; they are learner-centred, and
contribute not only to selfevaluation but to the whole spectrum of learning how
to learn. You invite your learners to do two things: to keep a learning journal and
show them how to do it (because they don't know) and to form learning partners,
an innovative idea that has emerged slowly out of a whole chain of adult
education programs and workshop strategies. The purpose of learning partners
is not to plan together, although that's fine, too, but to share reflectic ns on their
learning in the program. These two method: are also probably the m ost reliable
ways to help the participants to identify their learning needs.

To sum up on evaluation: decision making always involves ;isk. The
planner clarifies values and goals, identifies and generates alterna-
tives and revises the goals, conducts vigilant information searches
and so seeks to make the best possible decision. But there is never
a guarantee that it is goino to be the right decision. In the absence
of that guarantee, the planner must evaluate or go on making the
same mistakes ad infinitum.

Creativity In Decision Making

Definitions of creative problem solving
William Gordon (1972) has trained thousands of people in his Synectics meth-
ods. In recent years, he has switched from the group method, and now uses a

?,3
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more structured strategy that makes rich use of metaphors and analogies. One of
the techniques is called compressed conflict. It helps the problem solver to step
back from the problem to gain fresh insights. If I were seeking a solution to a
problem in a self-directed design, examples of compressed conflict might be:
caged flight, mute teacher, indecipherable resources, etc. The breakthrough or
ultimate strategy is called algebraic analogy and might take a form like this: what
serves the same function for an adult learner that a starter serves for a car? You
would depict the equation like this:

CAR = ADULT LEARNER

STARTER

I Gordon defines creative problem solving very simply as "making
new connections."

In his stimulating book Conceptual Blockbusting, James L. Adams (1979) puts it
more elaborately: the combination of previously unrelated structures in such a
way that you get more out of the emergent whole than you have put in. For
creative decision making in planning, I find that Gordon's and Adams' defini-
tions are valid but not sufficient. :viy experience leads me to add that the creative
idea or act is one that is original and imaginative.

Applying creativity in the model

There are really two levels of creativity in the planning process. One
is to make new connections, the other is to expand the frontiers, to
invent new options. One is to surface the whole range of existing
alternatives and marry them in new combinations, the second is to
generate far-out inventions and risk testing them.

lf, as a planner, you conduct a search to identify alternative learning goals and
methods, you may use imagination in seeking out information about goals and
methods from colleagues, from similar programs in other institutions, from the
journals - in other words, use your resources well. That is a vital function of good
decision making as Janis (1977) calls it, the "vigilant information search." But that
is not yet creative. It becomes a creative act when you synthesize ideas you have
surfaced from different sources into new connections for your own planning.

But when you push still further to generate and invent alternative goals and
methods, this brings together both originality and imagination in planning a
creative leap. The clearest educational example I can point to is in the woman's
movement. For example, in the book How to Decide (Scholz and others, 1975), a

1 74
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11
Evaluation For Sample Improvement:
an easily adaptable instrument

HOW ARE WE DOING?

I. My understanding of the purpose and goals of this program is:
1 2 3 4 5 6 7

confused clear

2. My understanding of the plan and methods of this program is:

1 2 3 4 5 6 7

clear confused

3. The progress I made today in meeting my own goals is:

1 2 3 4 5 6 7

rewarding discouraging

4. The climate of our meeting today was:
1 2 3 4 5 6 7

inhibiting freeing

5. My feeling of openness and trust toward the members of this group are:

1 2 3 4 5 6 7

high low

6. The contribution I made today was:
1 2 3 4 5 6 7

ignored heard

7. In relation to the expressed Goals, I find the planning of this program to be:
1 2 3 4 5 6 7

observably connected
& contingent on those goals

a total
mystery

8. My motivation to read/practise some idea(s) before the next meeting is:
1 2 3 4 5 6 7

low high

COMMENTS or SUGGESTIONS:



9. Planning for Learning: Reg Herman 181

manual that emerged from the workshops referred to earlier forwomen entering
the work force, reader-participants are shown how to clarify their values and
extend their objectives bybrainstorming alternatives that they never dreamed of.

Brainstorming is an enjoyable method of using small groups (3 to 12 people)
to generate a great quantity of ideas. The rules are simple: no criticism of ideas
is allowed and members are invited to build on each other's ideas. In a 15 minute
brainstorming session it is not uncommon for a group to fill sheets of flipchart
paper with 50 or 60 ideas. A group would then take a few minutes to organize the
ideas into categories and set prioriLes for discussion and action.

Generating Alternative Learning Methods
Most of the emphasis in this article has been on developing alternative goals, but
obviously the job can also be expanded through creative problem solving for
new, more effective learning methods.

In creating problem solving, I have found Edward de Bono's (1973) P0-1-"the
inter mediate impossible", to be one of the most powerful techniques to break
conceptual blocks and free new ideas. Think of a real problem, a decision
problem, that you are facing at present. Write down all the ideas and solutions
that would be impossible. These ideas are like signs on closed doors that appear
where there were no doors before. And some, perhaps even all, of those doors can
be opened. Try this. Try them.

The adventures in experiential education and self-directed learning have so
enriched our choices oflearning methods that a single example is a riskybusiness.
Briefly though, here's one: a teacher of secretarial science wanted to get away
from drills. P0-1 produced something like this: in this situation, what is impos-
sible would be to turn her classroom into a business office. So she did it by
dividing her classes into two o ipanies doing business with each other. Each
group organized themselves exactly as a company must do and began to conduct
business. I would guess that this creative idea is generalizable to a lot of other
learning situations.

De Bono has also invented P0-2, random juxtaposition, which is similar in
purpose to Gordon's compressed conflict, and P0-3, challenge for change. I hope
you will go beyond even these to investigate and enjoy the many stimulating ideas
of The Universal Traveller by Koberg and Bagna 11 (i972,) and Conceptual
Blockbusting by Adams (1979 ). Just browsing this arsenal ofcreativity from time
to time will guarantee that you will enrich your problem-solving strategies.

One caveat: unlike education, creativity is neutral. In fact, very nasty people
have found monstrous ways of being creative.

I So there is nothir, casual about the insistence that creative deci-
sion making be inextricably linked to a clear value system.
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A Planning Model For Creative Decision Making
1. Identify the Values and put them in writing.
2. Survey the full range of possible goals. Deliberately generate alternatives.

3. Use all your resources to conduct a vigilant information search for the
objectives of the program that can serve as a reference base for your values and

goals.
4. Decide on your program's goals and objectives and define them to some

criteria: SPIRO, Mager, etc. Check: are they so clear that evaluation is built in,
so clear that at the end of each session, the participants will be able to say, we

made it - or - we didn't. Start planning your evaluation strategies.
5. Thoroughly canvass the spectrum of Alternative Learning Methods. Brain-

storm new ones. Use creative problem-solving like Synectics' compressed

conflict and analogies. Make new connections.
6. NAME YOUR DECISIONS TO CHANGE, TO INVENT, TO ADVEN-

TURE...

In conclusion, a personal note. This article began with a reminder that there is no
neutral education. That's true, but it doesn't mean that planning can't be fun! I
hope this model assists you, as it has me, to enjoy continuous challenges in your
work. Finally, this model invites you to risk naming all your decisions. That's not
only good planning, it's a great satisfaction.
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Chapter 10

Program
Evaluation for
Instructors of

Adults
Lynn E. Davie

Practitioner's Summary

Recognizing the importance of creating a context for any understanding about
the evaluative processes, Da;.., escorts the part-time instructor of adults on a
guided tour through a brief view of the complexities inherent in the to, ic. These
include a growing awareness of the "whaf,'how', and 'by whom', and how each
of these factors colours the results acquired by any evaluation means.

Since evaluation should always be exercised with a viewto future a ctions and
decisions, it is important to recognize just what it is that is being evaluated: the
instructor, the program, the institution, or the learning or even the program of
advertising, and to what ends. That is, will the learner ultimately benefit from the
actions and decisions arising from the evaluative methods?

Most importantly, for the part-time instructor, evaluation shot Id serve the
purpose of assessing the effectiveness of the instructor's part in fa cilitating the
student's learning progress. This brings up a difficult question: "What consti-
tutes evidence that the student has learned?" Evaluation of the student's
learning by means of a student's own reports, test score results, or even by
observation of skills performed, is a political task since some consensus "of the
nature of the evidence which will be acceptable" must be understood by all
engaged in a particular educative activity.

Evaluation in itself, must incorporate some means of comparison that in-
cludes the learner's previous level and in some cases, also a comparison with
other learners. Ideally, the shared responsibility of evaluation between teacher
and student has shown tharlearning is enhanced if there is agreement concern-
ing the goals", and how that may be reached. Such a mutuality of planning
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expresses a mutality in communicating as well. Do your students know what to
expect? have they shared the possibilities Gi evaluative means with you?

To answer these questions, Davie explores two models of evaluation. One is
based on the "learning contract" in which the learning "tends to be evolutionary"
as the student explores and expands areas of interest, developing evidence of
achievement as progress is made. The second model may be represented by a
presentation of clearly worded, precise goals and objectives set out by the
instructor but clearly understood and agreed to by the student. The former
requires continual assessment, while the latter requires evaluative assessment
only at predetermined points in the learning, although ongoing assessmentis not
precluded.

Based on the humanistic philosophy underlying most programs for the educa-
tion of adults, mutuality in every aspect of the educative enterprise is valued and
evaluation is no exception. Adults not only have a strong preference for learning
what is relevant, but frequently insist on the mode of evaluation being relevant
to the mode of learning as well.

This means that true-false and multiple-choice types of testing have less
relevance for adults thari do actual questions or problemsthat may be responded
to in detail. Perhaps most importantly,the author notes the adult need for privacy
in personal evaluation of achievement. This points to the preference for self-
evaluation, or for evaluation to be a matter between the instructor and student
only.
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Chapter 10

Program Evaluation For

Instructors of Adults

Lynn E. Davie

What is Program evaluation?
"Program evaluation is a process by which society learns about itself" (Cronbach,
and others, 1980). This chapter examines the art, science and politics of the
program evaluation of certain aspects of adult education. Specifically, we will
examine program or course evaluation from the instructor's point of view. The
collection and sharing of data concerning student learning will be examined as
a means of providing feedback both to the student and th; instructor to assist
each in learning about themselves and in improving their performance. We look
at program evaluation as an integral part of adult learning and attempt to make
our evaluation activities support our facilitation of adult learning.

II see a program as an educational curriculum which assists a
student or group of students to learn some particular knowledge or
set of skills. The learning allows the studentto do or know something
which he or she could not do or did not know before the learning
experience.

An adult education program can vary in length and difficulty, such as a single
course, a series of courses, a conference, a short course, or a coherent (to the
student) set of educational experiences such as readings, consulting with experts,
conferences, museum visits, or the taking of other courses. Allen Tough (1979)
calls sach coherent sets of educational experiences "learning projects", and you
might hok at his writings for another perspective on the question of planning
and evaluation.

Differing ev luation perspectives.

One difficulty in program evaluation is that the set of learning
activities may be defined differently by the student and the instruc-
tor.

The instructor may be evaluating the outcomes of a course within a broader
curricular framework, while the student has taken the course for purposes other
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than that intended by the instructor or the institution. Such differences in
perspective may lead to quite different evaluations of the same events.

Another difficulty in talking about program evaluation is that evaluation itself
may be undertaken for many different purposes.

Program evaluation may include evaluation of an instructor's effec-
tiveness, evaluation of a student's learning, evaluation of a pro-
gram's design, evaluation of a course's objectives, or even evalua-
tion of the effectiveness of the advertising for a course or program.

To deal with this variety of purposes, evaluation specialists have devised complex
models of evaluation (Stake, 1967, 1975; Stufflebeam, 1984; Provus, 1971, and
Eisner,1985). These evaluation models generally apply to complex programs and
most often were designed to use with programs designed for youth, although
many have been applied to large scale learning programs for adults. A good
overview of these and other models may be found in Worthen and Sanders
(1987).

Purposes of Program Evaluation

How effectively did the program promote learning?
I think that it is most useful to begin a discussion of program evaluation by
looking at the purposes of evaluation.

IThe general purpose of evaluation is to make value-based decisions
about the worth of a program course or activity and to revise the
program based on those decisions.

The basic meaning of program evaluation is the determination of the value of a
program's activities and outcomes. Because evaluation is based on the determi-
nation of value, some part of the evaluation process is always a subjective
comparison of the program to a valued ideal expectation for that program. The
reason we evaluate programs is to make decisions which might help us in our
planning in the future.

We evaluate in order to decide if we should give the course or program the
same way again, or whether we should modify the course before it is offered
again. Within the course evaluation, we evaluate an instructor's effectiveness to
see if the instructor should change his or her behaviour in order to assist student
learning. Finally, we evaluate student le, ming in order to decide, among other
things, whether the right students were :elected for the course, whether the
course has been effective in supporting student learning, and to provide informa-
tion to students to allow them to make evaluative decisions for their own
program planning.
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ISpecifically we evaluate a course to see if the general design and
activities have had the desired effect on the student's learning. The
important concept is that evaluation is for decision making.

If we are to improve our instruction we must evaluate our effectiveness. Con-
versely, if there are no decisions to make about the future, then perhaps time and
money spent on evaluation in the present are being wasted.

Important First Questions of Evaluation

Evaluating learning

I One of the most important questions of evaluation is concerned with
the nature of acceptable evidence.

Learning is, of course, the basic purpose of adult educational programs. How-
ever, learning is a private act and cannot be observed directly. What constitutes
evidence for the instructor that the student has learned? Some individuals will
accept a student's report that he or she has learned something. Others will accept
scores on tests, while still others will accept only the observation of a student
using the newly acquired knowledge or skill.

IThe question of acceptable evidence is political, because in orderto
evaluate a course, all of the individuais involved in the evaluation
must agree on the nature of the evidence which wi//be acceptable.

There are several resources which might be examined concerning the collection
of different kinds of evidence oflearning. One of the best ge 'eral books on useful
adult education research is by Abbey-Livingston and Abbey

k
1981). It provides an

attractive presentation of the basic research methods useful in adult education.
Another book which is enjoyable to read and which clarifies some of the basic
questions of research is The Science Game by Agnew and Pyke ;,969 ). A third
book which is interesting is A Guide to Research for Educators and Trainers of
Adults by Merriam and Simpson (1984). Finally, you might like to look at a series
of essays ejited by Boud and Griffin (1987) called Appreciating Adults Learning:
From the Learner's Perspective.

Evaluation Is A Comparison

IProgram evaluation always involves a companson. This comparison
is made between soma concept of an ideal set of learnings and the
perceived reality of the learning.
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The ideal may be a statement of program goals and objectives, or it may be the
experience of another program which was valued, or it may be a desirable
increase in knowledge from some beginning point. For students, the ideal may
also be an objective, an increase from some beginning point, or even a compari-
son with the progress of other students.

Identification Of Goals
One of the first steps in program evaluation is for the instructor and the students
to identify the desirable set of learnings which are to be derived from the
instruction. It is around this process that adult education varies most from youth
education.

Iln adult education, most educators believe that the instructor and
the student have a mutual respoosibility for the identification of
goals, and that learning is enhanced if there is agreement concern-
ing the goals.

Agreement r. lay be reached by a variety of methods. A working agreement may
be the result of the student accepting the instructor's goals, the instructor
accepting the student's goals or perhaps best, a mutual negotiation of goals. It is
useful if program goals and objectives are as explicit as possible and that such
goals be clearly related to an intended use by the adult student.

An important question is how can the students and the instructor arrive at a
mutual set of goals? One of the most widely accepted models for arriving at a
mutual set of goals is that of a learning contract. Although the origin of this idea
is not clear, one of the most noted proponents is Malcolm Knowles (1980). His
writings on this subject provide a clear guide to good practice in negotiating
learning contracts with adults.

IThe general notion is that the instructor serves as a facilitator in
helping the students consider their learning needs, and developing
these expressions of need into attainable learning objectives ....
planning tends to be evolutionary.

In the process of setting the learning objectives, the evidence of achievement
becomes clear. The evaluation of the student's achievements is then a fairly
straightforward affair. Collection of data is an integral part of the learning
process, and the meaning of the evidence is clear to both the student and the
facilitator. Both may make judgments on the effectiveness of the learning
activities. One characteristic of this kind of planning is that the planning tends
to be evolutionary. Rather than operating from pre-set objectives only, the
objectives tend to evolve as the student better understands the area in which he
or she is studying. Thus, the kinds of evidence of learning to be collected must
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also evolve. It is the responsibility of both the facilitator and the student to attend
to questions of constant evaluation throughout the learning process.

While the mutual planning of a learning contract is the preferable mode of
goal identification for many situations, it does not seem applicable to all adult
education settings. Ther,e are many instances in which the objectives for the
learning process must be set before the students are even identified.

It is possible to arrive at a mutual set of goals by the student
accepting the instructor's goals. In order to facilitate this kind of
mutuality it is necessarythat the advertising for the course be clear,
specific, and comprehensive.

If the advertising is clear enough, the potential student :an make an informed
choice as to whether he or she wishes to be involved in the learning experiuence.
If the choice is informed, then the result is again a mutual agreement on the goals
and objectives.

Even though we may have a mutual set of goals in programs with pre-set
objectives, it is clear that the instructor or some external program planner is
responsible for setting the original objectives. It follows that the instructor or
external program planner is also responsible for the design of the evaluation. He
or she is responsible for designing the collection of data for use in making
evaluative judgements about both the student's progress and the efficacy of the
course. A major user of the evaluative data is the instructor and any external
program planner. However, the data must also be useful to the adult student for
use in judging individual progress.

Even though this chapter focuses on collecting acceptable evidence of learn-
ing, it is important to recognize that the structure of the learning experiences is
dependent on a knowledge of the psychology of adult learning. To be effective,
the learning activities must be structured to take into aczount the principles of
adult learning. An excellent book on adult learning principles has been written
by Stephen Brookfield (1986) and I highly recommend it.

The models which follow outline the two basic evaluation relationships
between instructor and student. One of the models pertains to the situation in
which the goals are pre-set before the educational experience while the other
presents the ideas in a situation in which the goals and objectives evolve during
the learning process.

Therefore, there are two principle evaluation relationship (models)
between student and instructor:
1. evolving model requiring evaluation throughout the learning proc-
ess; and
2. pre-set model requiring evaluation at specific points only.

S 5
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Model of Instructor and Student
Evaluation for Preset Goals

Evaluation Function Instructor Student

Generation of Goals Generates goals Generates goals from
from needs analysis. perception of personal
-Expressed interest by needs.
potential students. -General interest.
-Problem analysis.

Setting Objectives Derived logically from Derived from personal
goals. goals.

Mechanism for Attaining
Mutuality

Informative advertising
to attract students with
compatible goals.

Nature of Evaluative
Evidence

Decisions

Accepts instructors
objectives for course.
-May attempt to
modify objectives.
-Still maintains own goals.

Related to course goals. Related to personal goals.
Evidence best when Evidence best when
capable of bemg shared personally useable.
with students and other Evidence sometimes
professionals. shared.

Was course effective? Was desired progress
What modifications achieved?
should be made before Should I take more
course is offered again? courses from this

instit:tion or this instructor?
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Model of Facitator and Student
Evaluation for Evolutionary Goals

Evaluation Function Facilitator Student

Generation of Goals Generates goals in
negotiation with student
Or group.

Generates goals in
negotiation with
instructor of group.
Personal goals are
generated from
perception of personal
needs.

Setting Objectives Objectives are set by
problem solving with
student or group.
Instructor goals are
included as part of
process.

Objectives are set by
problem solving with
instructor or group.
Objectives must meet
personal goals.

Mechanism for Attaining Negotiation Negotiation
Mutuality

Nature of Evaluative
Evidence

Decisions

Evidence best when
acceptable to student
and group.
Evidence best when

capable of being shared
with other professionals.

Evidence best when
personally useable.
Evidence best when
related to personal goals.

Have I been personally Have I achieved desired
effective? progress?
Shr,uld process be Should I take more
altered? courses from this

institution or from this
instructor?

ic 7
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Although it is not ideal, it is possible that learning activities will be conducted
even though complete agreement may not be reached as to goals and objectives.
An effective learning experience can be conducted if there is sufficientoverlap of
objectives among the members of the learning group and each is aware of the
other's differing objectives.

Characteristics of Goals and Objectives
Let us now turn to the question of the characteristics of a good set of goals. I have

been using the terms goals and objectives interchangeably. However, there is a
difference between the two concepts.

lA Goal refers to a general set of desirable learning outcomes which
are intended for a specific purpose. This purpose may be to satisfy
an intellectual curiosity, to answer a question, or tosolve a specific

problem. Objectives are specific goals which are attainable within a

set period of time.

Objectives often include specific learning outcomes and when several objectives
are li; iked together their achievement may indicate progress toward a goal. It
might be an individual's goal to learn to be a professional photographer. One of
the c.ujectives in that pt ocess would be to learn to develop a roll of black and white
film to a specific set of professional standards.

What are the characteristics of good objectives? The first characteristic for an
objective is that it should be clearly linked to something that the adult student
wishes to know or to do. The utility of the learning should be obvious and fairly
immediate. This characteristic is important not only to sustain motivation, but
also to allow the student to test the adequacy of the learning in order to determine
whether the original objective is being reached and is still valued:

Objectives Are Planning Devices
The more specific an objective is, the more direction it can give us as we design
the learning experience, and conduct the evaluation.

IThe course planning is enhanced if the objective specifies the
content areas which are to be included, the intended learning, and
th.. level of achievement.

At some point in the instructional process, the objective should include the
specific evidence which we wish to collect to indicate that learning has taken
place. This evidence may include behaviours which the student is able to
perform, or it may include other forms of evidence of learning which we are
seeking. Although most writings on objectives argue that specific behavioural
objectives should be set before the learning activities take place, in adult educa-
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tion this advice is most appropriate to those instances in which the student is
accepting the instructor's objectives.

In the case of objectives evolving as the student's learning progresses, it is
clearly neither appropriate nor possible to specify all of the behavioural objec-
tives before the learning takes place. Nevertheless, specificity is useful.

Consequently, during the evaluation of the learning process it is
important for the student and the facilitator to make time to take
stock of progress to date, and to set specific objectives for the next
portion of study.

Finally, in order to assist in mutual evaluation, the objectives are better when they
are stated so that the students can assess their progress without the intervention
of the facilitator.

ISelf-evaluation depends on the objectives being clear, and the
evidence of progress being in an understandable form, to the stu-
dent.

Assessing Student Progress
In adult education, assessing student progress is a mutual responsibility of the
student and the instructor. Knowledge of progress is often called feedback. In
order to know whether certain activities are facilitating the desired learning, the
amount and kind of learning which has occurred must he recognized by the
student and must be comparable to some standard previously established
through negotiation. This standard may be external to the student or it may be
a comparison with some beginning point known by the student.

Testing
In general, testing is a desirable characteristic of adult instructional programs, for
it provides both the instructor and the student with an independent assessment
of student progress. However, most experienced instructors believe that adults
do not like testing. I believe the resistance of adults to testing is based either on
the format of the testing or on a public display of the results.

IAdults seem to prefer that testing simulate the actual use of the
learning ratherthan the use of multiple-choice or true-false formats.
And that it be private.

If the test approximates the use to which the learning will ultimately be put, and
the results are available only to the adult and the instructor for use in assessing
the student's progress, then the testing activity may be valued by both the adult
student and the instructor.
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While some adult student testing may gather data for use in certification,
testing's most important function is to provide data to students for their
assessment of progress. Thus testing also should follow the principles of good
learning theory. Some important elements of the testing are that it be seen as

1. appropriate by the student,
2. motivating and
3. providing clear, understandable feedback to the student.

The testing should seem appropriate and be relatively frequent. The results
should be easily interpreted by the student and not require an intervention by the
instructor for understanding.

Evaluation Examples
The remainder of this chapter will present a number of examples of ways to
collect data concerning adult learning, not meant to cover all adult learning
settings, but rather to stimulate your interests and to suggest a variety of
approaches.

IIt is ironic that as program planners we often direct our creative
energy to constructing innovative learning programs, but fail to use
the same creativity when designing the collection of evaluation
data.

Notice that eacb of the following examples yields information that can be used
by all major stakeholders in the evaluation (facilitator, funder, and student). For
the data collected to be useful, all of the stakeholders should be clear about the
use to which the data will be put. Is the testing for feedback to the student only
or will it also be used to assess the effectiveness of the course and the instructor?

Testing in programs with large audiences
Many adult programs involve large audiences. For example, we may have a large
class or a lecture series, or a large plenary session at a conference. It is very difficult
to collect evaluative data in such settings. The usual post-meeting reaction sheets
are too seldom filled in by the audience, without excessive prompting. The
following is an example of testing in a large audience which overcame these
obstacles.

The setting was a lecture on nutrition to an audience of three hundred
homemakers. We decided to test knowledge gain in three ways. First, we gave
each participant four cards when they entered the auditorium. Two cards were
white, one card was red, and one card was green. Much of the nutrition content
was presented by using a set of slides to illustrate the lecture. At preselected times
during the lecture, the lecturer asked the audience questions about the content
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just covered. In responding, the audience was asked to hold up the green card if
the statement was true and the red card if the statement was false. The lecturer
could tell immediately if the audience understood the concept or whether further
review was necessary. More important, the audience, when informed of the right
answer, could assess their own learning. The same cards could be used for a two
choice multiple answer question. The audience participated enthusiastically.

To provide a more permanent record of the learning the two white cards were
used. Before the lecture ten questions were selected as representing the content
of the lecture. A deck of cards was prepared with one question printed on each
of ten cards. Since we were expecting an audience of about 300 people, there were
thirty cards with each question. The cards were shuffled and distributed ran-
domly to people as they entered. The cards were each marked with an A. A second
set of duplicate cards was prepared and distributed in the same way, except each
card was marked with a B. At the beginning of the lecture, the audience was asked
to answer the question on the card marked A and these were passed in. At the end
of the lecture the audience was asked to answer the question on the card marked
B and these were passed in. The audience again participated enthusiastically.

IBy calculating the increase in right answers on deck B over deck A,
we could estimate the increase in nutrition knowledge during the
lecture.

After deck B was passed in, we gave the correct answers so all would know how
they wert doing.

While the form of the testing did not conform to the advice that testing
simulate the actual use, the audience seemed to accept the test activities. I think
the reasons are:

a. the testing was short;
2. feedback was immediate;
3. results of some activities (green and red cards) were immediately used by the

instructor; and
4. other results (white cards) were not linked with individuals.

While some of the enthusiasm was clearly generated by the ability to judge one's
own progress, some of the motivation to participate was due to the audience's
interests in helping the instructor to improve. The results of the increase in
knowledge were useful in preparing a report to the funders of the activity.

Finally, we wanted to know whether the audience enjoyed the lecture. As an
alternate format, we set up a series of boxes at the back of the room. The boxes
were marked Excellent, Good, Fair, Poor, and Not Worth my Time. We asked the
audience to deposit their red cards in the box that represented their judgement
as to the worth of the experience. Most of the audience voted in this way.
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These activities helped establish a rapport with the audience. The activities
helped the facilitator improve her lecture for its next presentation, helped the
participants know how much of the lecture they were learning, and finally,
allowed us to report to the funder.

Testing for skill
We can now turn to collecting evaluative data concerning learning in other kinds
of educational experiences. Designing tests is in some ways easier in situations in
which the objective is the acquisition of specific skills. In this, testing is a normal
part of the learning experience. If one is learning to sail or to play tennis, the
activity itself provides both the learner and the instructor with immediate
feedback as to the present skill level of the learner. The problem here is to provide
a form of record keeping that will allow the students to keep track of their own
progress. This record keeping could be in the form of a personal log or it could
be in the form of a chart. The chart would allow the student to record his or her
progress for each session. In addition, the record system should provide the
opportunity to compare individual performance with accepted standards. In
sailing, for example, the Ontario Sailing Association has a variety of levels based
on specific knowledge (knots, rules of the road ) and skills (docking, gybing, etc.).
These levels might be printed on the chart to help the student access his or her
progress towards these goals.

Testing That Simulates Actual Use of Learning
There are four instructional activities that facilitate learning of higher level
knowledge that also can provide feedback to the instructor and the student
concerning the student's learning. While there are many variants of these
techniques, they can be organized under four categories: case studies or prob-
lems, role plays, structured exercises, and simulations.

There are many sources of ideas about how to structure these techniques. Let
us look at the techniques as a source of evaluative feedback. There seem to be four
problems in the use of simulation for feedback purposes.

i. Simulations often involve a class or group of students. While this structure
helps lend a sense of reality to the exercise, it often makes it difficult for a
student to know how effective or accurate her or his individual contribution
was.

2. Since the simulations are often complex it is difficult to capture and record data
concerning individual achievement.

3. It is difficult .o compare individual achievement to a standard or valued
criterion.

4. It is difficult to provide accurate feedback to the individual student.

192
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I believe that case studies or practice problems should be accompanied by model
solutions. For a factual solution, these model solutionscan provide the correct
answer. Where there are multiple possible solutions, several examples might be
provided.

The model solutions allow the student to see how a problem might be solved
and more importantly, they provide organized feedback about individual learn-
ing and problem solving strategies.

The Anasynics Case Study approach
An example of an interactive case study approach which I have used was
developed originally by Professor Robert Boyd at the University of Wisconsin
and is called the Anasynics Case Study. The key components of the Anasynics
Case Study approach include information gathering of the constituent compo-
nents of the problem (analysis), and the provision of a creative solution through
really understanding the nature of the problem (synthesis).

In real life, a proposal request is handled by first collecting general back-
ground information to use in designing a well-targeted proposal by caliing to the
program sponsor, the program manager and others involved. In class, the
students are encouraged to write any of the people involved in the "program"
requesting information such as perspectives, special interests and goals.

Working alone or in groups, students in my graduate course in program
evaluation work as though they were members of a small consulting firm being
asked to present a proposal for evaluation ofa program.

After the infoi mation gathering phase, each group or individual prepares a
proposal which is submitted to the instructor to provide feedbacl: on strengths,
questionable points, improvements.

Learning is enhanced by exposing several solutions to the same problem as
well as considering aspects which none of the solutions may have contained.
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Chapter 11

Compared to What?
Comparison

Studies as an Added
Dimension

for Adult Learning
J. Roby Kidd

Editor's note: Professor Kidd died in 1982.
This chapter was written in 1981.

Practitioner's Summary

In his own sprightly manner, the author explains the meaning and the implica-
tions of comparisons and shows how such studies can add dimension to almost
any research or field of study. Teachers are always on the lookout for something
different. Kidd points out that making comparisons is commonplace, but crucial
within anyone's development.

Using the development of a ccurse in Comparative Studies at OISE as an
example, the author offers some of the initial reflections in creati.lg this program
as a universal structure for inserting comparisons into almost any field of study.
His method to do so is briefly outlined:
1. finding an example or specimen;
2. placing it beside another whose properties and functions are known;
3. drawing inferences through systematic comparisons of properties and uses;
4. replicating until sure of result.
Immediately several important points will be seen by the participants in such
work: a re-examination of what they had taken for granted in their own culture,
their own situation or study; a more careful look at what was known and
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assumed, to see if the newer knowledge may add importance or clarification;
finally a deeper appreciation of differing ways and differing knowledge that may
not have existed before.

The end result is "an acknowledgement that many disciplines, subjects, wici
kinds of experience may contribute to a better understanding of one's educa-
tional system, or one's own learning."

A listing of the reasons for making use of comparisons is offered bythe author:
to ',:acome better informed about other systems, other culture's ways of doing;
historical roots, how other humans live and learn; differences within one's own
country, community, relationships, in understanding oneself; and to help reveal
cultural biases.

"For all of us, what seems to happen as we engage in comparative studies is
a process of deepening reflection about ourselves, how we learn, grow, feel,
appreciate, express ourselves."

In conclusion, the author's most valuable point may well be that "there is
nothing foreign about comparative studies" and that these may be most impor-
tant for the on-going development of the teachers themselves.

o-
ti
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Chapter 11

Compared to What?

Comparison Studies as an Added

Dimension for Adult Learning

J. Roby Kidd

Everybody Does It
Everybody compares! Comparing is an activity that one does constantly, some
people, excessively. The famous cartoonist of The New Yorker, James Thurber,
was walking along Broadway one day when a friend approached, greeted him,
and asked: "How is your wife?" The cautious comedian, who was veryshortsighted,
blinked, and asked a question in return: "Compared to what?"

It has been said that one way Homo sapiens differ from other animals is in the
ability to compare, and thus, begin to build up experience and knowledge,
socialize, develop standarads, emphasize, understand other people, and herself
or himself. Actors are adept in this capacity of comparing, so are lawyers, and so
are teachers. It is often said that an intelligent person is "well read". It might be
said of good teaching that it is "well comparczI", it has been developed through
a maturing process of seeing relationships between content and interest, between
method and learning style.

IA good teacher is not trained or instrbcted or molded by someone
else, he or she becomes one. Among the process in this growth,
constant comparing of other persons and other educational pro-
grams is paramount.

In most fields of scholarship, there are branches given a title like comparative law,
comparative psychology, comparative sociology, comparative education. Com-
parative psychology is primarily a study involving animals versus human beings,
but comparative education is about the different ways that members of the
human family respond educatively.

The Uses of Comparisons
One of the first decisions made when the Department of Adult Education was
started at OISE was to begin systematic teaching and research in comparative
qudies of adult education. It was the first Department at OISF to offer compara-
tive studies and OISE was the first institution in the world to offer graduate
comparative adult education.

1 g7
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It Is a very common phenomenon, happening many times everyday, that
someone will make a statement, or a claim: a hockey player is undisciplined, a
garment is gorgeous, an experience is wonderful, a learner is slow, a teacher is
brilliant, etc., and the statement does not have much meaning until it can be seen
in context, with the quality related to something else you do know. Compared to
what?

Comparisons are often used to illustrate important differences between
peoples or cultures. The philosopher, Albert North Whitehead, who had taught
in both American and British Universities, used a comparison to state what he
considered important attributes of the two peoples.

In England, i f something goes wrong say, if one finds a skunk in the garden - he
writes the family solicitor, who proceeds to take th,.: proper measures; whereas in
America, you telephone the fire department. Ea di satisfies a characteristic need:
in the English, love of order, and legalistic procedures; and here in America, what
you like is something vivid, red, and swift.

I once remember Henry Marshall Tory, president of five different Canadian
institutions ofhigher learning, claiming that you could derive the essence of three
different nations from a simple formula:

ENGLAND:As it was in the beginning, is now, and evershall be, world ithout
end, Amen.
UNITED STATES:As it was in the beginning is now, and By God, it's got to stop.
CANADA:As it was in the beginning, is now, and if there is to be a change, we will
first appoint a Royal Commission.

Ways of Comparing and For What?
Comparative studies are not as simple as this elegant formula would suggest, but
they are intended for the same purposes- to describe and analyze similarities and
differences in order to understand meanings, essences, lessons from other
cultures, institutions and peoples, and to better comprehend one's own society
and oneself. All of the statistical tables, the computer printouts, the packed files
of information, are so much pulp if the stage of understanding is not reached.
Some comparativists want and claim much more than understanding. They aim
for the ability to predict or claim a method that is valuable for decision-making
and many other virtues are hoped for or expected. But the irreducible minimum
is understanding and if that is richly achieved, it may be sufficient justification.

That is the purpose that prompted the application of comparing as an early
and basic research method in the physical sciences. The method is a simple one.

I You find a specimen; you examine it and place it in juxtaposition with
another specimen whose properties and functions are already
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known, according to weight, hardness, colour, feel, taste,stnell, etc.,
you draw inferences through systematic comparison of the proper-
ties of both specimens, inferences about origins, relationships,
functions, uses, and so on, and then you replicate such a process
again and again until you are reasonably certain of your result.

In the process, greater specificity becomes possible. An interesting example of
this process is that the concept "warmer" eventually became the word tempera-
ture, and eventually led to specific statements of "warmness". This is something
like what happens in comparative adult education, but the latter process is much
more complex. Since it is a social and living experience, the dataare more difficult
to organize and control and are typically far from complete. There may be more
unknowns than knowns.

From one point of view the whole "science" of statistical organization and
expression is for the purposes of systematic comparing, and such measures as
averages, means, medians, standard deviations, are primarily to provide a way to
specify, with some accuracy, what are the relationships, similarities, dissonances.
That use is so common that we don't think about it.

IThere is nothing esoteric about comparing. It is a traditional and
much used process to achieve many kinds of learning. What is
important about it is that it be systematic.

Research in education was rather slow to develop, and adult education was the
last member of the educational family to organize systematic research. Over
whole sections of adult education, the non-formal as well as self-initiated studies,
statistics are almost unknown, and even formal adult education statistics are
incompletely collected or reported.

Nevertheless, while the number of possible comparisons are almost infinite,
only some are significant. At an international seminar on comparative adult
education, held in Nordberg, Denmark in 1972, Professor George Bereday, who
then held the only chair in Comparative Education, said: "You can make
comparisons between any organisms let us say between an elephant and a flea.
You could say the elephant is a big breather, while the flea is a little breather. Of
course, many kinds of comparisons are simply not worth making." Some
comparisons, and there are a great many such, lack any significance, or impor-
tance, or relevance: they lack valence, to use a term of Benjamin Barber.

!Comparing, to be meaningful, must be about significant relation-
ships, and result from the ordering of data so that they can be
rigorously compared. If this is not done, the result may be greater
confusion or error.
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For example, if casual relationships are interpreted as causal, it is possible to
derive the most bizarre effects, all too commonly employed by politicians vying
for office, who attribute the worst blunders to their opponents, and all of earth's
blessings to themselves. I remember very well when I was at Columbia University
how amused we were when we discovered, in examining some census data from
the nearby city of Newark, that there was a one to one, .1 perfect correlation in that
city between the increase in teachers' salaries, and the increase in the consump-
tion of bourbon. Few politicians could have resisted the temptation to state that
the one was caused by the other, but every educationist should examine faithfully
the data on which such causal relationships are advanced.

A much more serious misapplication of comparing occurred during World
War I when adults entering the American army were given a series of timed
school tasks conducted under school conditions, based on school-like kinds of
motivation, and called "intelligence tests". The performance of these men, many
of whom had long left school, and had been compelled to take part, even though
many of them had no interest in the project, was on the average, about the same
as the performance of boys and girls in school of the age of twelve or thirteen.
Such results should not have been surprising to anyone, but whatwas startingly,
incredibly stupid, and resulted in damaging consequences, was that some
psychologists concluded from such a comparison that the mental age of the
average adult is about twelve or thirteen years. It has taken almost half a century
to get over some of the consequences of that extraordinary blunder by some
highly intelligent psychologists and newspapermen.

I Comparing can be an excellent tool for understanding, but only, as
is true of any good tool, when it is used well.

Systematic comparing applied to education probably began at least three thou-
sand years ago, perhaps in Egyptian times when hundreds of visitors came to the
Nile Valley to learn about the educational and economic system of the Egyptians,
or again in the first centuries A.D., in what is now India and Pakistan, when as
many as ten thousand foreign students would enroll in universities, such as
Nalanda and Taxilla, and again in the tenth century, when Arab universities in
Baghdad and Cairo were world centres for art, music, poetry, medicine, chem-
istry, mathematics, and attracted thousands of visiting scholars. There is evi-
dence that there was systematic analysis of the modes and outputs of these
studies. Any of these periods might have been selected as the beginning of
Comparative Education.

In Europe and North America, we still find it necessary to say that all progress
began with us. Accordingly, we date the beginning of comparative education
from the year 1817 when a distinguished French educationist, Marc-Antoine
Julien, published his treatise, Plan and Preliminary Views for a Work on Coinpara-
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tive Education, in which he proposed a method of collecting educational data
from each country, using a carefully devised questionnaire, and went on to
suggest that teaching methods should be standardized. Comparing, as he saw it,
was primarily to assist each country to borrow the best practices of other
countries.

For the next century, at least, the objective of cultural borrowing was primary
for people like Egerton Ryerson of Canada, or Horace Mann of the United States,
who themselves travelled widely to carry out comparative education. On the
whole, it was also a period when other cultural forms, architectural, economic,
fashions, were also borrowed without much discrimination, and when there was
often misappreciation of the values of indigenous cultures.

Goals of Comparative Adult Education
What is, or what are, the goals ofcomparative adult education? Notice that we use
the term comparative adult education to distinguish between comparative
methods applied primarily to school systems for children and youth.

'However, we prefer the term comparative studies because it is an
acknowledgement that many disciplines, subjects, and kinds of
experience may contribute to a better understanding of one's edu-
cational system, or one's own learning.

Included are comparisons through history, literature, production, or art, reli-
gion and ideology, not just school statistics. Accepting such a term and concept
prepares the ground for an acceptance of multi-purposes, not just the sole
purpose of cultural borrowing. At various times, people in adult education have
stuJied together what are the central goals, and the following list indicates some
points of agreement:

to become better informed about the educational system of other countries;
to become better informed about the ways in which people in other cultures

have carried out certain social functions by means of education;
to become better informed about the historical roots of certain activities, and

thus, to develop criteria for assessing contemporary developmentsand testing
possible outcomes;

to better ut, derstand the educational forms and systems operating in one's own
country;

to satisfy an interest in how other human beings live and learn;
to better understand oneself;
to reveal how one's own cultural biases and personal attributes affect one's

judgment about possible ways of carrying on learning transactions.

ts,
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Borrow or Resist; Comparison as Tool
In earlier times as we have noted, comparative education was fostered with the
definite purpose of borrowing successful forms and activities from abroad to be
attached to one's own system. The purpose was similar to the proverb from
Ghana: "It is to blow dust from each other's eyes that one finds two antelopes
always working together." In those early days, comparative educationalists were
mainly reformers. Today, 'reformers", in this sense, have been replaced by
educational planners, and comparative studies are as much a preparation for
educational planning as are studies of economics or sociology. In more recent
decades, comparative modes have been sought that might assist educationists in
one country faced with difficult decisions about whether to welcome or resist
cultural innovations from another. Comparative modes have been recom-
mended as essential tools for educational planning, and for educational assess-
ment.

'One interesting objective for comparative adult education is to
identify those characteristics or patterns of behaviour which are
culture-bound, related to a given society, from those that have
universal characteristics.

Learning About Oneself Through Comparing
In other words, comparative studies may be part of vocational or career training
for some people who will spend much of their careers in, or concerned with,
other societies. For most of us, they satisfy curiosity and enlarge horizons, they
are "liberal or humane" studies, and some writers, such as Wilfrid Cantwell
Smith, who has written extensively on comparative religions, and was first
Director of the Islamic Institute of McGill, believe that in the modern world, they
are the richest, most effective, of the humanities, much more so in the contem-
porary world than Latin or Greek, and having as much emotional and aesthetic
power. For still others, comparative studies can provide methods and techniques
for research, or clues, or hypotheses, for both formative and summative evalu-
ation.

IFor all of us, what seems to happen as we engage in comparative
studies is a process of deepening reflection about ourselves, how
we learn, grow, feel, appreciate, express ourselves.

How often have you heard someone on shipboard, or on an airplane, state: "I
never understood, or I never appreciated my country until I was away from it."
To the extent that this process happens of valuing our country or ourselves, one
need not search from other, or larger goals. This is justification enough.

However, personal development is not inconsistent or at odds with significant
social purposes. Many people today have the responsibility for sharing in decisive

2
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choices about whether some cultural practice or method, or technique, or
fashion, or product, ought to be accepted, adopted, or adapted, or should be
resisted. We are now far more aware that millions of people and most, ifnot all,
countries have accepted institutions and products that have been more harmful
than helpful, and in many countries, the flowering of imagination, creativity,
self-confidence, even human dignity, have been inhibited or stunted. Insights
and knowledge from comparative studies can be utilized, either for thoughtful,
careful borrowing, or for considered, but unyielding, resistance to borrowing.

Similarity and Difference
It is still true that most of the writing about adult learning is found in the English
language, and has been derived from experiences primarily in North America
and Western Europe. To a considerable extent, this has happened because the
means of dissemination, such as printing presses, international pi ess services,
and broadcasting channels are owned and controlled primarily by a few domi-
nant countries. It is also well established by now that western institutions and
styles of educational organization have often been found to be unsuitable,
sometimes seriously harmful, when adopted or applied in other countries.

Perhaps this is also true about lea: :ling styles and learning skills: may these
also be culture-bound? Recently, Malcolm Knowles and I were discussing our
experiences in offering seminars in other countries. While we did not seriously
disagree, Knowles stressed similarity, and I stressed difference, both of us
drawing on our individual experience. But the matter is too important to be left
to personal and independent observation. Careful, sustained, replicating re-
search, particularly studies that are not locked into methods and mind sets of
western social scientists, are needed before very much application is made of
ideas, concepts, strategies, methods, techniques, and organizational plans de-
vised in the west.

The Need For Diversity in Study and Research
The attention that., has been given to qualitative methods of research
(phenomenological enquiries, grounded theory, etc.), and to participatory
research modes, are indications that a greater array of research modes are needed
in our own country, that certain assumptions about the objectivity of science
need to be questioned, and that the use of research to control the lives of others,
needs to be checked.

There are many examples today of processes and institutions that have been
effective in one part of the world, from which others might learn, if sufficient care
is used when any such transfer is contemplated.

The success of the British Open University and of certain forms of non-
traditional studies in the United States and Canada have attracted the interest of
educational policymakers from many countries. It is known that to be produc-
tive, open access learning depends on (a) strong motivation (b) at least occa-
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sional human encounters with tutors and fellow students, and (c) an infrastruc-
ture of media. But what proportion and what mix of these factors will make
possible the effective application of non-traditional methods in other countries?
Who should make these judgments, using what kinds of analysis?

A strong case can be made for the importance or research in adult
education using comparative methods, for guiding those who make
the important decisions in education, how much they might borrow
from other cultures, how much they should reject, how many indig-
enous foundations and influences should be supported and devel-
oped.

Questions like these should be answered as rationally as possible, based on need
and result, not through believing that something is better because it is imported,
or rejection that it is worse because it is imported. On the whole, people in
education are less likely to jump to the conclusion without some evidence that
other ways are better than their own. At the same time, there are some examples
of careful and judicious borrowing and adapting of ideas, and concepts. It is to
be hoped that it may not be always necessary to invent the wheel again and
again,l9that some educational principles and practices will be effective for all
members of the human family.

IThis is one reason why it is so important to discriminate between
what may be human and universal, and what is culture-bound,
limited to a particular group.

For a field that is comparatively so "young", adult education provides many
examples of cultural borrowing that seem to have been beneficial. 1:( ir example,
the Canadian program, National Farm Radio Forum, has attracted attention in
many cou;,T ries, and there have been some adaptations of it in countries such as
Jamaica, Colombia, Ghana, and India. Those who tried it out in the new setting
made many changes in design, format, and organization. In Colombia, the
differences were so far-reaching that one might not recognize the original. It is
precisely this effort to carry out a similar function that was served in Canada by
Farm Forum i a markedly different manner, suited to conditions in Columbia,
which seems to have beernsiso successful. In turn, the Colombian program has
been a kind of model for other viable programs throughout the Spanish-speaking
Caribbean. However, had the Colombians simply adopted the methods and
techniques of Canadian Farm Radio Forum, without making it their own, it
might have languished and died long ago. But this is speculation. These are
questions that should be studied systematically because the answers are so
important.
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There's Nothing Foreign About Comparative Studies
A field of study that has been developed with so much effort should not be applied
only to trivial problems and projects, but for the central purposes of learning as
a strategy for economic, social, political, and spiritual, development of people
everywhere, particularly, the comparatively least advantaged. Many of these are
close to home, there is nothing necessarily foreign about comparative studies.

In most Canadian cities, there are significant numbers of people from more
than too countries and cultures, people who are learning to live in a new culture,
perhaps with a new la lguage, and different economic, social, and political
realities, yet all maintaining their own identity, and their own heritage. Examples
of cultural differences, cultural borrowing, cultural rejection, are all around us.
There is no better laboratory for comparative studies than life in our communi-
ties, if we keep alert.

Or observe the fascinating similarities and differences that join and separate
us from our francophone friends, residing in substantial large numbers in at least
six of our provinces, not just Quebec. What more could one want for compara-
tive studies than the observation of two systems of colleges, the CEGEPS of
Quebec, and the CAATS of Ontario, initiated about the same time, comparable
in function and size, and markedly different in philosophy, methods, outcomes?

Comparing can be done over time. Teachers may wish to study and present
the changes that have occurred in Canadian secondary schools, or politics, or the
teaching of mathematics, or changes in our theatre and literature, in the past fifty
years. And how will understanding help us cope with life in the balance of
the century?

Teachers have so much to compare the many learning styles
chosen by themselves, or by their students, successful teaching
modes of other teachers, how some teachers manage also to be
good counsellors, the meaning and usefulness of a concept like
"animateur", or "consciencizing".

Instead of always sheltering under a conventional assessment mode such as
multi-choice tests, a teacher might study the amounts of participation evoked as
a response to various kinds of evaluation procedures.

At home or abroad, the questions are enriching.
The problems and decisions should not just be relatively simple ones, such as

what proportion of the educational budget should go to elementary schools,
secondary education, higher education, and adult education. Research results
might guide such practical decisions, not just traditions of practice or educa-
tional business-as-usual attitudes. But comparative education can also help with
a different order of questions. For example:
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Why and how do people in some countries work more effectively and willingly
than others?

How do countries prepare people for political or economic participation?
Why and how, in such a fascinating world, do many adults become bored,

apathetic, isolated, alienated, the prey to restlessness, alcoholism, violence?

Many other questions might be considered, questions which are rarely asked in
any sustained way, but they are at the heart of the educational enterprise.

In the international conference on adult education for development held in
Dar es Salaam in 1976, President Julius Nyerere said:

Development has a purpose; that purpose is the liberation of Man. But Man can
only liberate himself or develop himself He cannot be liberated or developed by
another. For Man makes himself It is his ability to act deliberately, for a self-
determined purpose, which distinguishes him from the other animals. The
expansion of his own consciousness, and therefore, of his power over himself his
environment, and his society, must, therefore, ultimately be what we mean by
development.

So development is for Man, by Man, and of Man. The same is true of education.
Its purpose is the liberation of people from the restraints and limitations of
ignorance and dependency. Education has to increase men's physical and mental
freedom - to increase their control over themselves, their own lives, and the
environment in which they live. The ideas imparted by education, or released in
the mind through education, should, therefore, be liberating ideas. The skills
acquired by education should be liberating skills.

It is for personal development so conceived that instruction and research in
comparative adult education has much to offer.
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Chapter 12

Adult Distance
Learning:

Challenges for
Contemporary

Practice
Elizabeth J. Burge

Practitioner's Summary

Beginning by listing the three challenges of balancing the science and crat
aspects of teaching, balancing all the elements in the learning context, and
thinking holistically, Elizabeth Burge then provides a background to the burgeon-
ing field of distance education by outlining some astonishing statistics.

To those who wonder why it is necessary to even think about distance
education (aside from the increasing participation figures she quotes) Burge
explains that distance education provides access for those who may be physi-
cally challenged, for those who have difficulty getting time off, for those with an
unsupportive home context, forthose who cannot gettraining attheirworkplace,
and for all those for whom this mode of learning provides flex.bility of place, time
and privacy.

lt is important to recognize the broadest possible meaning of "distance" and
Burge defines tnis as "those logistical, economic, and cultural separations
between providers and potential students, as well as geographic ones,that make
it difficult for people to access training and education."

For others, distance education may be an exciting means to enhance their
daily lives, to continue learning and developing new skills and knowledge, no
matter where they may be living.
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She notestoothardistance and face-to-face modes (of education) are finally
beginning to merge in the recognition that educators have to work together if
they are to attract adult students and give them greater flexibilityin programs and
modes of delivery."

In returning to the challenges of distance education, she describes balancing
both the science and the craft. She describes the science as being for those who
believe in prescriptions and treatments from scientific theories, and the craft as
being for those who regard the key source of knowledge as their own reflections
and their skills in adapting to the demands/needs of the students.

Her second challenge is not to permit any single element, for example,
technology, to dominate. Teachers have to recogr.ize that their roles will have to
change from a transmission mode to a facilitation mode, but that this does not
mean a change in skill or status. To do so, requires a familiarity with a range of
productive teaching and learning strategies and the appropriate use of technol-
ogy, both for delivery of information and for dialogue and critical analysis. She
suggests a list of key questions to critically appraise the role of technology in any
program.

In citing Clark, Miller and Griffin, Burge points to the final challenge of
developing holistic approaches in distance education, and defines this as
"wholeness rather than completeness, unity rather than conformity and diver-
sity, not just differences." Her lengthy list of strategies to help promote holistic
approaches is well worth remembering.

She even provides a discussion of four concepts: relationships, responsibili-
ties, individuality and organization as her own "chunks" of information to aid
recall and application. Her discussion ends on a note of the importance of
feelings, one's own and that of others, and sometimes just to "let go" without
"feeling silly or that time has been wasted."
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Chapter 12

Adult Distance Learning:

Challenges for Contemporary Practice

Elizabeth J. Burge

"Keep it direct, keep it relevant, but explore a little," Thelma said, with some
conviction, persuading me to dig into my experience as a distance educator and
talk about what is important to me in helping adults learn in distance mode
programs.

I have decided to identify three challenges for my work a- an adult educator
who lives in visual classrooms (the traditional type) and the new classrooms of
distance education. I will also discuss four ways of organizing the key informa-
tion that helps me deal with those challenges. This chapter is not an exhaustive
treatment of course design or of how to tutor in distance education. Nor is it a
comprehensive and detailed explanathon of adult teaching and learning strate-
gies. It does, however, give some background about distance education as a
context for exploring challenges. Further information is found in the Suggested
Reading.

'The challenges are
Balancing the science and craft aspects of teaching,
Balancing all the elements in the learning context,
Thinking holistically.

Distance Education Expansion

I With a history of innovation, partnerships and professional risk
taking, distance education is expanding as never before.

Thirty-eight universities across Canada listed approximately2,500 credit courses
available in distance modes for the 1992/93 academicyear. The 36 discipline areas
are diverse in content, ranging through the arts, humanities, social and applieJ
sciences (CAUCE/AEPUC,1992). For Ontario, the estimate for the 1992193 year
of distance university courses is 780-800. The community college sector is
developing interests in distance education as they seek to attract new clients and
better serve existing ones. At the high school level, the Ontario Ministry of
Education, through its Independent Learning Centre, is helping approximately
96,000 students, most of whom are adults, complete their high school diploma.
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Continuing professional education is another area where distance education
has already established itself and is attracting new client bases. For example,
medical and para-medical professionals have their own extensive network (now
called Telemedicine Canada) to deliver a large variety of short courses by audio
conferencing and slow-scan video to thousands of practitioners (Roberts, 1984).
In 1992/93 addictions workers in police, social work and allied fields successfully
used a four-province link-up (Ontario and the Atlantic Provinces) by telephone
for the delivery of five continuing education workshops (Burge, Smythe, Roberts
& Keough, in press). Newfoundland and Labrador, as our most eastern province,
has had a distinguished record since 1977 for its wide range of innovative adult
education programs using a variety of distance methods. Other provinces can
record similar success, but with a proportionately larger resource base.

The Canadian Association for Distance Education/Association canadienne
de'education a distance (CADE/ACED) celebrates in 1993 ten years of vigorous
work. (Rogers,1993). CADE/ACED has run many workshops and conferences in
face-to-face, phone and video formats. Its refereed journal, Journal of Distance
Education, is one of the four international distance education English language
journals. The others are Open Learning (UK), The American Journal of Distance
Education, and Distance Education (Australia).

A growing body of books, monographs, and conference proceedings attest to
the current expansion in practice. Overseas, the success of The Open University
(UK) since 197° has led to its imitation in nearly 20 countries. Estimates of
numbers of distance education students world-wide are difficult to provide,
especially since the size of some of the specialist (that is, distance mode only)
universities have 90,000 students and more. The majority of the world's distance
education students are women.

Modes of program delivery are variable and several modes may be integrated
into a single course. For example, in addition to using well-designed attractive
print materials and completing regular assignments for grading, a student may
use the telephone for tutor advice, attend a residential school, discuss course
content at local tutorials or in groups by audioconference, or communicate with
peers and the tutor with computer conference software. In Western countries,
distance education attracts proportionately more urban students than rural
ones. Distance educators refer to the statistic that approximately 60-64% of their
students live in towns and cities. While this fact may be a surprise to many adult
educators, it is understandable if we look at why people use distance modes of
delivery.

Why Distance Education?
The answers relate to barriers, outreach and how distance is defined.

I Distance educators define distance as those logistical, economic,
geographic and cultural separations between providers and poten-
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I tial students. Barriers include whatever makes it difficult for people
to access the education and training they want.

Sometimes structural barriers are inherent in the systems ofeducation and could
include timing of courses and location of classes, inadequate daycare facilities,
employers wi-ko do not allow time off for studies, inability to transfer credits
across educator's jurisdictions and many other reasons. Those who are physically
challenged or who are uncertain about their ability to study successfully, or who
travel a lot in their jobs, whose home context is unsupportive, or who simply
prefer to learn on their own, enrol in distance mode programs so that they gain
place and time flexibility and privacy if needed.

I Another answer lies in the general societal demands for people to
learn their living, to gain basic skills or to upgrade them.

Workers who cannot get training at their workplace may (if arrangements are in
place) take distance mode courses and then `top up' at a local institution if
necessary.

Distance courses may help people enhance their living. Retirees for
example, who want to achieve long-delayed ambitions to learn a
new subject, skill or language. These students prove to be highly
motivated.

Two further reasons for the increasing popularity of distance education lie in
changing economics. Educational institutions need more students but cannot
accommod4te them physically, so they go searching for students who can stay in
their local site. The quality preparation of many distance courses has convinced
some skeptics that indeed there can be quality in distance courses. That level of
quality is usually dependent upon a team-skill approach to course design and
production, with learning designer, graphic design ex, ert, and media producers
working with the content expert. Librarians now provide sophisticated client
services such as computer-based catalogue and CD-ROM data base searching,
with fast delivery of documents.

IGiven all this activity, contemporary distance education is giving
learners more choices of courses and greater flexibility in how they
take these courses.

It is also challenging the dominance and alleged superiority of the walled
classroom with its fixed time and place features:

The shift from school to home as the locus for the delivery of education appears
at first sight to be a relatively simple change of location, but it is much more

2L.
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complex, not least because it causes us to rethink what we take for granted about
education in institutional settings. We too readily assume that the organizational
features of schools classroom teaching, institutional timetables, simultaneous
instruction taken together constitute what counts as education, when they are
essentially means not ends. (Walker, 1993)

Three Challenges for Teaching Adults by Distance

The first challenge: Balancing the science and craft aspects of teaching
Despite the evidence of growth and quality, there remain challenges for the
science and craft of teaching adults by distance. The three that I discuss here are
also relevant for educators working in walled classrooms, not only because adults
are adults in any educational context, but also because

distance and face-to-face modes are finally beginning to merge in
recognition that educators have to work together if they are to
attract adult students and give them greater flexibility in programs
and modes of delivery.

The three challenges are inter-related in effect but are distinguishable in defini-
tion and substance.

I The first challenge is to balance the science and craft involved in
helping adults learn.

This apparent dichotomy has been recognized by distance educators in our great
1990 debate in Caracas between the "Neats" and the "Scruffies."(Research in
Distance Education, 1991)

The "Neats" are the applied scientists who insist that practice is driven by the
prescriptions and treatments from scientific theories. The "Scruffies" are the
reflective practitioners who regard such prescriptions and treatments as merely
one source of knowledge; their key source of knowledge is their reflection ia and
on action, and their skills in 'flexing' to the demands of the context.

The Science Aspect ...

The Neats for distance education live mostly in the worlds of cognitive psychol-
ogy, social psychology, and instructional technology. They use theories and
research results to guide their prescriptions for action (for example, Gagne,
Briggs & Wager, 1988). The cognitive psychologists have developed taxonomies
of learning strategies (for example, Tessmer & Jonassen, 1988) to help us
understand how people process, store and recall information. The researchers
and the teachers who follow a strictly cognitive approach to learning, believe that

2 ! "
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we use particular strategies in order to actively make our own meaning out of the
information that we select to process. Such construction is also an internal
process (West, Farmer & Wolff, 1991). You cannot see it, but you can assess the
results. The educational technologists use models to ensure that teachers follow
sequential and analytical procedures to plan courses.

Having these bundles of scientific knowledge helps us pay attention to
learning processes and the generic procedures most likely to promote those
processes. The existence of this knowledge also helps us figure out how to apply
those processes and procedures for adult learning settings. But is that all there is?
Are the models adequate?

... and the Craft Aspect
Her" the knowledge is tacit, the kind that skilled practitioners apply. (Schon,
1987) It is made up of values, past experience, internalized knowledge networks,
and sophisticated problem-solving procedures. These components help make
up the Scruffy style and philosophy. Scruffies show the craft aspects of teaching
because their strategies are not standardized nor directed solely by theory, nor
tightly prescriptive, nor carried out with cool, conscious rationality. The results
are never exactly the same in form, the goals relate to individual contexts, and the
thinking is often intuitive and divergent. The decisions and actions taken by
Scruffies require personal integrity and authenticity if they are to be consistent
and accepted. As craftspeople are not always sheltered and regulated by the
blanket of established knowledge and traditional procedures, neither are the
Scruffies. Especially vulnerable are Scruffies when they count the costs of
reflecting-in-practice:

...we must give up the rewards of unquestioned authority, the freedom to practice
without challenge to our competence, the comfort of relative vulnerability, the
gratification of deference (Schon, 1987)

When I reflect on my own practice, or quietly focus on how cbssroom dynamics
are playing out (as distinct from how the class is studying the content), I
invariably gain insights into the importance of the interpersonal dynamics in
educational settings. I also recognize that I cannot fully control the impact of my
interventions in people's ways of making their own meanings and that is quite
humbling. (Burge & Haughey, 1993)

The second challenge: Balancing all the elements in the learning context

I No single element in an adult learning context (for example, a
technology) should dominate that context.

Balance and integration are important because they support the conditions
necessary for all the elements and their dynamics to flourish, and thereby create

2 1 /4



The Craft of Teaching Adults

a rich, lively and coherent environment for learning. In such environments
learners can 'grow their minds' and enjok affirmation and challenge from peers
and the teacher.

In confronting distance teaching for the first time, some teachers fear that
because they are not actually standing or sitting in front of the students, they will
not be able to function with authority or sensitivity. Others think that they
should use their habitual style of lecturing for 50 minutes. After all, how else in

iditional educational settings does one transmit information authoritatively.

IThe challenge is to explain that their roles have to change from a
transmission mode to a facilitation mode, and that this change is not
a reduction in skill or status.

Teachers still have to think about providing adequate information, but now the
emphasis is on planning and managing interactive activities that help learners to
talk about their learning and to be exposed to the different perspectives of their
peers.

After "traditional" teachers have experienced the distance education team
process of planning the content structure and the sets of individual and group
structured activities, it is not uncommon for some of them to happily admit to
gaining ideas for better management of their visual classroom work.

But for a range of r roductive learning and teaching strategies to be used, we
have to insist that any technology be used appropriately. Audio conferencing, for
example, is designed for fast, two-way talk. That is how people use telephones.
In a three hour credit course class, therefore, I guide the novice teacher to use a
variety of on-air and off-air activities, with and without the teacher "present", to
ensure that two-way talk actually happens and that the teacher does not domi-
nate or control in dysfunctional ways.

Small learning groups are therefore organized to go off-air and
complete structured tasks that directly relate to the specified learn-
ing objectives.

When the whole class reconvenes, the students rrport back and critically respond
to each other. Hopefully this is across the teacher so that the students sustain their
discussion momentum, keep it multi-directional, and free it from any dysfunc-
tional, continual "traffic management" by the instructor (however well-
intentioned). When directly encouraged to assume half the responsibility for the
class productivity, students will often rally and do lots of interesting things! In
computer conferenced classes, students have to assume some responsibility and
"response-ability" to ensure that two-way communications are sustained, and
that people are not kept waiting too long for replies to messages.

2 I ,
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II organize communication technologies in two ways:ones designed
primarily for the delivery of information, and ones for dialogue and
critical analysis of that information.

Delivery technologies most in use now are print materials, video and audio
cassettes and library materials. Some of the dialogue technologies such as audio,
video and computer conferencing, have been applied in education only since the
late 1970's. Other forms, such as face-to-face tutoring, residential schools and
weekend workshops have longer histories of successful use.

lAll the formats, however, present three key challenges to adult
educators: how not to be driven by their "glitz and glitter"; how to
ensure that they fitthe general context in an ecological sense (their
functions integrate with other contextualtechnologies and their use
maximizes their unique features); and how to sustain the dynamics
of group learning.

The double burden of distance educators

1So distance educators have a double burden. We have to command
the same repertoire of skills as a visual classroom teacher in order
to promote learning alone and learning together. But we also must
be critical and careful in our use of the technologies.

Technology can create two levels of impact: the first is the efficiency level where
people see the technology as helping them do the same things faster, better, etc.
This effect is called amplification. The second level effect is transformative where
the technology actually produces qualitatively different and permanent changes
in how we do things. (Kiesler, 1992)

Estimating impact through a critical approach
A critical approach to technology is described by the set of key questions I use to
guide my own thinking or my response to eager educators who are (apparently)
seduced by the glamour of "high tech":

Is the technology really necessary? Could another medium do it
better?
How exactly will it help the use of cognitive strategies?
How exactly will it help the affective elements in learning?
To whom will it deny access to education?
How much on-going technical support is needed?

Will it conquerthe tyra nny of distance, onlyto create newtyrannies
of information overload, pace of class events, or mismanagement of
agendas?
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These problems have emerged in some students' perceptions of learning in
computer conferencing. (Burge, 1993; Harasim, 1987) With 24-hour access over
seven days a week to write and send messages to classmates, prudent students will
log on frequently to keep up with the discussion topics. Large numbers of mail
messages go into all the subconferences of the course. The class discussions in a
three month credit course, for example, could be divided into 12 - 15
subconferences, each having its own topic. If students are being graded on their
participation, then the total amount of messages can add up quite quickly. The
teacher or moderator, therefore needs many skills to manage the flow of
information. (Davie, 1989)

The Third Challenge: Developing Holistic Approaches
The promotion of a holistic approach to my practice is the third challenge. It is
the biggest in scope and impact. It has not been discussed widely in adult
education (Maxfield, 1990: Griffin,1988), and is almost absent from the distance
education literature.

I I understand it to focus on wholeness rather than completeness, on
unity rather than conformity, and on diversity not just differences.

Clark (1991) elaborates:holistic thinking is supported by the three principles of
unity (the interconnectedness of everything in an environment),
diversity (the mix of environmental qualities, functions and species necessary

for the stable operation of that environment), and
interdependence (the complex set of communication, organizational and other

processes necessary for environmental viability).

Jack Miller (1988) focuses on interconnections and relationships:

...between linear thinking and intuition, the relationship between mind and
body, the relationship between various domains of knowledge, the relationship
between the individual and community and the relationship between self and
Self

Virginia Grain emphasizes the intrapersonal connections, and she describes her
perceptions elsewhere in this book.

Strategies specifically related to adult holistic learning are gaining increasing
attention. These strategies focus on developing an alert, open, flexible mind in a
physically relaxed body, accessing information that was stored unconsciously,
getting new ideas from old information, seeing the familiar as unfamiliar, and
engaging in creative and divergent thinking. In working with adult learners,
educators have to confront such issues as the potentially inhibiting effects of
reduced self-concept and self-esteem that are experienced during the uncertain-
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ties of growth or change, especially in cases when significantly new cognitive
frameworks are built.

One well-known example here of transformed knowledge is the adoption of
feminist frameworks to analyze their world by women who have just gained
insights about gender socialization and who have decided to do something about
the negative effects of societal patriarchy to strengthen their presence in the
world.

Another example could be the change by some western-world adults from
their years of rational, analytical, logical ways of thinking and talking about their
worlds to seeing that holistic and non-rational strategies are equally as valid.
Professionals working in multicultural settings, for example, leat n to accept that
people of different cultures think differently about their worlds.

Strategies to promote holistic approaches
The following strategies are appropriate for most adult learners, and course
designers can apply them in distance mode courses as well as in face-to-face
modes. Griffin's chapter details others.

Use intuitive and creating thinking, as well as analytical thinking.
Generate metaphors, analogies and images to help understand concepts.
Be aware of messages from the body (such as tiredness or fear) that may inhibit

learning.
Apply thematic and interdisciplinary treatments to the structuring of course

content: look for ways to link different contents.
Use multiple sources of information including autobiographical, artistic and

dramatic expression.
Look for patterns in information that may be more interconnected and complex

than first thought.
Legitimize the positive and negative feelings associated with learning.
Have learners work in small peer groups without your omniscientpresence, but

ensure clear directions and realistic goals, and use learning partnerships to
help learners reflect on their activity and progress and difficulties.

Design assignments to have learners explore library collections and enjoy a
serendipitous approach.

Be in touch with your own cultural heritage and respect the heritage of others
(no country is 'the greatest in the world').

Legitimize and use relaxed silences in groups.
Have learners use first-person language to help them claim ownership of

personal values, experience and insights.
Help learners experience unfamiliar ideas or see familiar ideas in unusual

contexts.
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How does a Busy Practitioner Remember All this Information?
It is one thing to be familiar with good ideas in books, but I have to cope with my
own information overload problem! The solution is to follow one of the
principles in processing information: chunk it for easier recall and application.
My own chunking process has resulted in the emergence of four key concepts,
each having a cluster of key issues and ideas that need my attention. Once I focus
in on each issue or idea, I find it easier to think of relevant strategies.

IThe four concepts are:
Relationships

0 Responsibilities
Individuality
Organization

Relationships
Clustering in the big oak tree of Relationships are different kinds of relationships,
human ones and cognitive ones. The human ones are grouped into intrapersonal
and interpersonal issues.

The intrapersonal ones focus on what we know about ourselves (self-concept),
and feel about ourselves (self esteem), and how we link our past experience and
present learning needs. They also include the existing knowledge frameworks in
our heads and how these are being added to or changed by incoming informa-
tion.

Another set of relationships lies in the cognitive learning objectives of the
course or workshop. Taken as a group, are the objectives related in such a way
that higher order thinking or performance skills are required? In other words, do
the objectives require the learner to analyze and critique, or do they keep the
learner at the lowest levels of understanding?

The interpersonal category of relationships has several branches. One branch
shows the connections between the individual learner and everyone else -
teacher, guest experts, class peers, library staff, etc. Another branch refers to the
relationships that develop (or don't develop) in the context of small group
activities and cooperative learning. Some groups experience the stages of being
initiated as a new group (Forming), setting rules for conduct (Norming) and
going through adjustments and conflicts (Storming) before they settle down to
get things done (Performing). The quality of thinking in small groups will
depend to some extent on how the group task and social elements are balanced.

As an educatoe, I have to think about the best conditions for supporting the
different kinds of relationships, and helping the learner to develop the skills for
sustaining the relationships that are most useful.

2h)
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Responsibilities
The hedges of Responsibilities show the divisions between the obligations of
learner and educator.

IMy responsibility as a distance learning designer is quite clear. It is
to provide a structure of content and process choices to ensure that
learners process relevant information in productive and enjoyable
ways, and that teachers can promote effective peer learning and
teaching.

For example, I have to provide activities that help people organize new informa-
tion into manageable chunks, analyze and explore the information, re-integrate
it into new wholes, and then add it to existing knowledge frameworks. I also have
to plan for small group tasks and whole class discussions that promote open-
mindedness and exposure to new perspectives and information.

When I teach, my responsibilities are somewhat different. I group them into
a list of 6 C's because they are easy to recall (chunking again ...):

construct the climate for learning;
connect learners to resources;
confirm learners' insights and evidence of new learning;
correct misunderstandings;
change the agenda as needed;
challenge learners to more sophisticated thinking.

Individuality
The thicket of Individuality needs careful negotiation! I cannot presume to
understand the idiosyncratic ways in which people learn, nor how their cultural
and life experiences influence their learning. I can draw learners' attention to the
different ways in which we learn and that no two people learn in exactly the same
way (we each have a 'cognition-print', like a fingerprint). People as a collective
therefore may provide rich resources for learning that are available if the whole
class uses its skills for pre-structured and experiential learning.

I also legitimize the pains of! earning and the need sometimes to pause, or, as
one of my students once called it, "taking a tactical advance to the rear." Giving
learners time to pause, reflect and jot down notes in journals is one way; others
are to prevent a breakneck speed of moving through course content, or not
imposing on learners an overwhelming quality of information to be processed.

Organization
The obstacle course of Organization contains the minutiae as well as The Big
Questions of logistics, materials preparation, local site preparation, checking of
technical equipment, etc. Anything to thwart Murphy and his relatives from
making things go wrong ...

2
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Adult students in my experience, do not object to a sense of organization and
structure if it helps them use time efficiently and exercise choices. They do,
however, object to logistical and conceptual confusions, especially at the begin-
ning of a course.

And finally, on feelings ...
I suspect, if my own experience is any guide, that many busy adults who are
actively and deliberately learning, may need some encouragement to consciously
take time out for themselves so that mind, body, and feeling can let go, are
allowed to play and create, without feeling silly or that time is being wasted.

Writing this chapter has helped me take a "tactical advance to the rear" for a
short time, to gain some perspective, and to think holistically in order to weave
a new piece of fabric from a mass of threads. I hope that you too may connect
some ideas and feelings and identify some key challenges to guide yourpractice.
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Chapter 13

The Future of
Adult Learning

Allen Tough

Practitioner's Summary

Allen Tough notes that although adult learning is probably as old as human
civilization, it has been changing over the years. Changes are noted in the
purposes and the curriculum as adult educators realize the effect of education
on the community as well as on the individual adult learners. New technologies,
roles, functions and services are also changing the face of adult education.

People need to learn more in order to travel, improve their personal relation-
ships, engage in their own projects, and maintain a livelihood with the increasing
job complexity. The primary purpose of adult education is to foster these
practical sorts of learning, and adults are more willing to pay for learning that is
practical. Liberal arts education has declined in recent years.

Adult educators are becoming increasingly involved in social mission issues,
that is, in the wide range of social, global and national issues that increasingly
affect us all. Futurists agree that educators of adults will be playing increasingly
important roles in fostering individual changes in attitudes, understanding and
behaviour. Affective aspects such as feelings, intuition and empowerment will
also have to be understood.

Demand for fa cilitating adult learning will be continually increasing in at least
four populations: those who need basic literacy and numeracy skills, upgrading
for employment, professional upgrading of skills and knowledge, and retired
adults eager to learn.

Technology will become increasingly interactive, and these will enhance the
already burgeoning percentages of adults engaged in self-planned learning.

Tough concludes with a practical list for adult educators who want to "do
something":

Consider your own sense of social mission.
Clarify your own personal meaning of life.
Incorporate local and global issues into all teaching.
Expand your own learning and your own learning about the future.
Learn more about the potential future for adult learning.
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Chapter 13

The Future of Adult Learning

Allen Tough

The activity of adult learning is as old as human civilization. It changes over the
years, though. Major changes are now occurring in its purposes and curriculum:
more and more adult educators realize that they can affect the future of their
community or nation as well as the lives of individual learners. Major changes are
also occurring in the populations served by adult education and in its new
technologies. And some new roles, functions, and services are being added.

Changing Purposes

I Most knowledge and skill is learned because the adult expects to
use it in some practical way.

As jobs generally become more complex, they require more learning. As people
travel more, try to improve their relationships, take on more do-it-yourself
projects, and begin new recreational activities, they must learn more in order to
do these things successfully.

The primary purpose of many adult education institutions is to foster these
practical sorts of learning. Adults are generally more willing to pay for learning
that they will put to practical use than for learning that satisfies their curiosity,
puzzlement and general learning interests. Learning that seems clearly practical
and useful, is increasingly emphasized by institutions under pressure to market
adult education effectively and to be financially self-sufficient or profitable.
Non-credit liberal arts education and education about world issues, that were
popular with the general public well past the middle of the century, have
unfortunately declined in popularity in recent years.

Although many adult educators are not yet heekling this,

Ia significant number of adult educators are calling for a renewed
sense of social mission, with major or even radical social changes
as the central purpose.

Virtually all adults are interested in at least one issue. This is partly because many
of the issues affect us significantly or will someday affect our children and their
children. Even if the) have not experienced the issue firsthand or through
conversations and mass media, almost every adult has heard about poverty,
hunger, violence, crime, war, injustice, human rights, environmental issues,

2 "
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feminist issues, racism, and inner-city problems. As a result of familiarity with

such issues, and maybe also with being puzzled, upset or eager for change, many
adults want to learn more through courses, workshops, discussion groups, self-

planned learning, media, or reading.

IThere are several pockets within adult education that are particu-
larly committed to teaching about social, community and global
issues.

Within peace and environmental education for adults, for instance, and within
many grassroots movements, a high commitment to fundamental social change
is still central. Within the adult education department at OISE (Ontario Institute
for Studies in Education) faculty and students in the Critical Global and
Community Issues focus are exploring effective ways of fostering learning about
the wide range of social, national, and global issues. More and more adult
educators are realizing that they can make a difference to the future of their
community and nation as well as to the lives of individual men and women.

Most futurists (people who study various potential futures) agree that

I anysuccessful path to a positive future will require huge changes in
the attitudes, understanding, and behaviour of adults and youth.

Clearly, educators of adults will play a key role in fostering these individual
changes. Our vision of our vocation of teaching adults can include our impact on
society. Politicians, business leaders, and writers will affect the future of course,

but so will we!
As more and more people teach others about various issues, we realize that we

have to deal with the heart as well as the head, with feelings and intuition and
empowerment as well as information, reason and logic. Most issues arouse
strong fear, sadness, horror, anger, or even paralysis the feeling that "things
just feel too overwhelming for me to make any difference." Anyone teaching
about global issues or social problems needs to help the learners express and deal
with their emotions in order to move from paralysis to empowerment and
commitment. People also want help in sorting out the implications for their own
lives: "What should I do about these problems? What part can I play in achieving
a happier, more humane world?"

Who Will Learn?

IAlmost every adult already learns intentionally, and the amount of
learning may well increase in the future as our rapidly changing
world becomes even more complex.
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Demand for knowledge and skill will continue to be very high. In any given year,
90% of adults already engage in at least one major learning effort. In fact, they
conduct an average of five of these highly intentional learning efforts, and spend
an average of loo hours at each one. These findings seem to apply to much of the
world: confirming results come from Australia, Canada, France, Ghana, Hol-
land, Jamaica, New Zealand, United Kingdom, United States, and Zaire.

Demand for institutional programs to facilitate adult learning shows
no sign of diminishing. Demand is likely to increase for serving at
least four target populations:
I. people who need basic skills in reading, communicating, speaking
English as a second language, arithmetic, and applying for a job;
2. employed people who need to upgrade their job skills or prepare
for new responsibility as technology and the work world rapidly
change;
3. professionals and experts who need to keep up with new knowl-
edge and techniques in their field;
4. retired adults, who are becoming more numerous and more eager
to learn.

A wide variety of educational enterprises will provide education or training for
each of these target groups, sometimes with the cooperation of governments and
employers. Adult education is a vast and expanding enterprise, already much
larger than elementary education or secondary education.

Educational Technologies
Computers have assisted instruction for more than twenty years. Using comput-
ers to communicate with other students and the instructor is increasingly
common in distance education. No matter how far apart they are, computers can
send messages to other computers instantly; the receiving computer then stores
the message until the user requests it at a convenient time. Despite the lack of
face-to-face interaction, early experience indicates that this communication may
feel even more social and personal than the typical classroom.

Adult learners are already using teleconferencing, electronic mail,
computer bulletin boards, radio and television broadcasts, video
cassettes, laser videodiscs, and CD-ROM reference publications.

Access to data and to educational programs, as well as communication among
learners, will presumably become faster and easier as technology and media
develop further. There is also a trend toward integrating various functions in just
one or two user-friendly machines. Voice recognition may even eliminate the
need for a keyboard. In addition, artificial intelligence may enable computers to
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function as sophisticated mentors to the learner, making the instruction much
more individualized.

New Roles, Functions, and Services
Several new roles, functions, and services are likely to develop within adult
learning during the next few decades.

These new roles will arise as teachers of adults pay more attention
to self-planned learning, also called self directed learning.

Although we usually don't think much about it, self-planned learning efforts are
in fact a very normal natural part of our work and our life. Close to ioo surveys
of various groups in lo countries have confirmed that about 90% of all women
and men conduct at least one highly intentional learning project in any given
year. Even more impressive, as I mentioned earlier, the typical (median) adult
learner spends about 500 hours a year at these various learning efforts about
lo hours each week! About 70% of these learning projects are planned by the
learner himself or herself. Clearly then, self-planned adult learning is a natural
and normal activity, at least in the lo countries that have been studied.

Educators of adults are paying more and more attention to self-planned or
self-directed learning. Instead of ignoring it, they are finding ways to foster and
facilitate it. This leads them to experiment with new roles in adult learning - new
functions and services that they can provide far beyond the role of simply
transmitting information to a class.

For instance, new types of counselling services and workshops are helping
adults choose their broad learning goals and broad strategy, and improve their
individual competence in guiding their own learning. Information services
provide plentiful information about the wide array of available opportunities
and resources. Libraries and other sorts of self-directed learning centres are
interested in fostering the planning, learning, and assessment tasks faced by
adults during their self-planned learning. Life-planning centres help people cope
with a rapidly changing world beset with major problems, and decide how to
make their optimum contribution toward a positive future for humanity.

What Can We Do?
What can we suggest to the individual teacher of adults who wants to do
something about all this? Several possible suggestions come to mind:

Think about your own sense of social mission, your own hopes about making
a difference to the world.

Clarify your own personal meaning in life, your own motivations for teaching
adults, and your highest values.

2
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Try to bring local and global issues into everything you teach, no matter what
the subject matter. And bring in the potential futures for your subject matter:
what might be happening in your field zo years from now?

Remember that you yourself are a learner as well as a teacher. Learn as much as
you can about global issues and the amazing range of potential futures for
humanity. Browse through the recent library issues of Future Survey or some
other thoughtful writing about the future. My own book, Crucial Questions
About the Future, is written as an introduction to the "big questions" about
our future.

Learn more about the potential future for adult learning.
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Chapter 14

Advice and
Empathy:

Teachers Talking
With Teachers

James A. Draper

Practitioner's Summary

Part-time teachers of adults have sometimes been referred to as "the neglected
species", but here in this discussion of the findings of a four-year study of part-
time teachers of adults in continuing education departments of school boards,
colleges and universities, Draper offers a framework of familiarity - others who
have trod the same path together with sensitive and significantly practical
insights. The previously "neglected" are highlighted.

How they feel aboutthemselves as both teachers and learners; how teaching
adults has affected their own lives as well as their other teaching; the advice
gently offered and the empathy expressed in handling common problems are all
here in plain language.

The 'teacher as a learner inthe classroom' is shown to be more manifestwhen
the students a rethe same age or older,with life experiences going far beyond the
classroom, and when the emotion attached to learning is openly evident. Two
basic principles of teaching loom more strongly than ever before:

1. beginning the teaching process from where the students are.
2. how capacity for learning begins with self-perception.

Recognizing what you yourself as a teacher need and want to learn, may be the
first step to understanding your students as adults and as learners. Many
teachers expressed a general enhancement of their other work and their daily
life as a result of a deepening sensitivity for the needs and abilities of others.
Many spoke also of a deepening ability to reflect on their own teaching and
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derive a more profound meaning. Much of what they learned in teaching adults
such as: taking time to include more discussion, more planning and evaluation,
and more input of daily life, led them to teach in this way with younger students
as well, and with increased satisfaction.

"Reflection is the first step to giving advice and experience is the basis for
empathy" may well become the adult teacher's bywords. Taking the time to give
consideration to the individuals in the classroom and drawing on your own as
well as their experiences enriches the content, the process and even the
outcome of the educative process. Planning and preparation is always impor-
tant, ;Jut so is flexibility and spontaneity and the readiness to relinquish all-
knowing and authoritative stances. "Being human" stood out as an important
attribute.

Much of the excitement of learning is in the evolving, unpredictable and un-
anticipated learning that inevitably occurs. Being open to this was something
that manyteachers had to learn forthemselves. Persistently sticking to prepared
lesson plans resulted in a stilted class. Realizing that "the richest resource in the
classroom are the members present" helped teachers to relax and enjoy them-
selves too. Such congruence between belief and practice enhanced all.
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Chapter 14

Advice and Empathy:

Teachers Talking with Teachers

James A. Draper

IPart-time teachers of adults have sometimes been referred to as a
'neglected species', meaning that they are sometimes neglected by
the schools, colleges, or other institutions that employ them.

Traditionally, but less so today, these teachers have been marginal to the system,
like phantoms of the night that rush in weekly to share the gems of their
knowledge or skills, only to disappear again into those activities of work and
personal life that occupy the centres of their daily living. This image is rapidly
changing. Increasingly, it is realized that the effectiveness of these teachers is
determined by the extent to which they are integrated into the system that
employs them.

Are part-time instructors integrated into the system? Are they adequately
supported, as teachers and as learners, by their part-time employer? Even today,
little is known about this rapidly growing cadre of educators of adults.

What motivates these teachers to continue to teach adults, part-time?
How do they feel about themselves as teachers and as learners?
Does the experience of teaching adults influence their personal or full-time

working lives?
What did these instructors need to learn in order to work with adults?
By what means did they achieve this learning?
What sustains their interest in working with adults, and what proportion of

them would like to make a greater commitment of time to teaching adults?

A four year longitudinal study of such instructors (Draper, 1987) has attempted
to answer these, and many other questions, to understand more fully the
interests, characteristics, and commitment of the part-time teacher. The illustra-
tions and quotes within this chapter come from the teachers who participated in
this study.

In this chapter, attempts are made to present the teachers themselves as
learners, to discuss the broader goals of teaching, as well as to show some of the
factors that inhibit and enhance both teaching and learning. After presentint a
framework for teacher reflections, this chapter records the advice which part-
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time teachers give to newcomer teachers of adults and concludes by identifying

some of the factors that characterize the craft of teaching adults. Even though
references are made to the part-time teacher of adults, the basic ideas and
practices apply to ail aspects of teachin= ,vhatever the goal or setting.

I Central to the act of teaching is sharing, reflection and introspection.
Teaching and learning are inseparable acts.

Teachers As Learners

I It is not always stated that the teacher is as much of a learner in a
classroom setting as the adults who enroll in the course.

This comes as no revelation. The teacher must continue to keep abreast of the
subject matter or skill being taught, but the teacher learns much more. The
context of teaching is an environment for learning and so the teacher learns how

to relate to others, to communicate more effectively with others and to organize
materials more efficiently. We have to acknowledge as well the emotional
learning which arises from the physical and social setting within which the
teaching takes place. More and more it is realized that the roles of teacher and
student, of giver and receiver, are interchangeable. Each adult person in a student
role has years of experience that need to be taken seriously. To live is to learn, to
change and to grow. Each adult has some experience with the content or skill that
is being taught. It becomes obvious that there is a wealth of resources within the
classroom that needs to be tapped and creatively shared. When asked what they
have learned from their part-time teaching, teachers refer to the exciting chal-
lenge of orchestrating the resources and experiences within the learning envi ron -
ment. Special skills are required to do this.

To categorize the various responses from part-time teachers, we would have
to include their learning about adults as learners; about themselves as teachers
and learners; about the process of teaching; and the process of relating to others.
Teachers have said that they have learned that adults can be highly directional
and demanding; that most adults have a strong motivational drive to learn; that
adults desire to cooperate; that there is a greater appreciation of the wisdom that
comes from normal life experiences; that adults are often forgiving, and will
overlook minor errors; and that adults have natural insecurities about them-
selves as learners and in aspects of their daily lives. The part-time teachers also
expressed a great respect for adults returning to school.

What They Had to Overcome
When asked what they felt they had to overcome to improve as instructors, they
commented that they needed to become more understanding, patient and
supportive of the adult learners. They said that they also needed to re-examine
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the pace in which they organize and present content; to be flexible in developing
a schedule in order to allow for student goals and interests to become more
integrated into the teaching; and to learn to speak and explain things more slowly
and clearly. They spoke of having to overcome their own insecurities, of having
to face their age peers, or even adult learners that were older than themselves.
"When I began teaching adults, I was younger than my students, and so I first had
to grow up". They gradually became more sensitive to what their adult students
were thinking about the teacher and the presentation. The importance of sharing
information, the stimulation which comes from posing and solving problems,
and a greater appreciation for the rate at which learners learn, (which is not just
a matter of age differences) are also some of the things that teachers learn from
teaching adults. Acknowledging the counselling in which they often become
involved, the teachers realized that by being less judgemental they were able to
gain insight into the personal problems faced by adult students.

I Teachers quickly become aware that the concerns of students go
beyond the world of the classroom.

Because of this, it is important for teachers to be less structured and rigid in the
classroom. Adults are evolving and complex. The roles of worker, parent, spouse,
friend, and the concerns and emotions of living are not left behind as the adult
enters the clasroorn. Th:s applies to adult teachers as well as to the adult students.
Teachers continue to learn about the many factors which influence commitment
- such factors as a sick child, an aging parent, the death of a friend, the break-up
of one's marriage, financial problems, job insecurities. All these and more will
influence the attention that one gives to learning. Teachers realize too that
blaming someone for not being motivated can be as obscure or as inappropriate
as blaming someone for being sick. Blaming others for lacking enthusiasm for
learning, can often be an excuse for the inadequacies of the teacher or the
mismanagement of learning. As one part-time instructor commented:

Success is not always dependent on me, the instructor. Adult
students have a responsibility, as I have, to make things work and to
facilitate their own learning and the learning of others. This helps to
explain why I have differing feelings of success, from class to class.

What is to be learned within the classroom is not limited to the subject matter or
skills to be taught. All subject matter has an emotion associated with it.

Two Basic Teaching Principles

ITwo basic principles of teaching are paramount. The first is that one
should begin the teaching process from where the students are.
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I Second, that the openness and capacity for learning is critically
determined by the learner's self-perception.

Teachers also said that they have more sensitivity about themselves and others
and had developed a greater willingness to share, as well as a greater feeling of
confidence in themselves. Being more self-reflecting is another achievement that
was valued by teachers. "Recently, I have become a student myself, in a non-
credit course, and this has made me more aware of my practice as a teacher of
adults".

Sensitive teachers quickly realize that the content to be taught must often take
second place to dealing with the student's self-concept. If adults have internal-
ized mythologies that they are not able to learn, then the first step in the teaching-
learning process is to change this self-concept. It may be helpful to examine the
labels that have been internalized, such as stupid, lazy or retarded. Labelling
within the educational system has been one of the greatest deterrents to learning.

I Asking teachers whattheywantto learn is one wayof describing the
breadth of the tasks and skills which encompass their craft.

Asking teachers what they do and do not do well in class is another way of
assessing the instructor's perception of teaching, recognizing what has been
satisfactorily acquired and what is still to be learned and practiced. Teachers in
the study had much to say about their own learning, covering aspects such as:
1. wanting to learn more about alternative methods for assessing learning,
2. how to build on the trust of others,
3. how to more fully exploit the strong learning drives of adults,
4. the handling of interpersonal relationships.

Balancing The Equation Between Teaching and Learning

1 What is learned is not limited in its application.

Teaching adults affects all teaching
Part-time teachers of adults were asked if their experiences from working with
adults had any influence, directly or indirectly, on their personal or professional
life. Many of those that were professional full-time teachers of children and
youths, felt that their teaching of adults had helped to make them better teachers.
Many found that they were more tolerant of others as learners and more
confident of themselves. Teaching adults has "influenced me to upgrade my
qualifications", and "has helped me to more effectively keep up with my subject
matter". Many felt that they were more explicit in giving instructions and in
communicating. Some instructors commented that they felt that they had
developed better working habits. Another remarked that: "Because of having a



IRMO.

14. Advice and Empathy: James A. Draper 245

better understanding of adults, I feel that my counselling of high school students
has improved". Having a greater awareness of the teacher-student relationship
and having a different perspective of the educational process and the sequencing
of learning, building on what people have learned as a way of facilitating further
learning, were additional ways that teachers improved professionally as an
outcome of their working with adults.

Teaching adults affects personal life
The experience of teaching adults was also said to influence the personal lives of
many of these part-time teachers. Some expressed the feeling that they were more
consciously attempting to apply, for others and themselves, their content areas
to daily living. Others commented on their improved skills in listening, delegat-
ing and managing of time. Other experiences that influenced their lives beyond
that of teaching included: feeling that the quality of their personal interaction
with others had increased; having a greater understanding of the learning
problems of others; being more sympathetic and empathetic of others and
feeling more relaxed and confident with others; working more cooperatively and
effectively in committees and groups; having a greater understanding of how
people 'tick% and an improvement in their own ability to handle concepts.

Other expressions of learning transfer are exemplified by such comments as:

As a result of my teaching adults, I feel that my life is fuller and happier.
I now have a greater appreciation of my own ongoing learning and experiences.
Working with others, as a teacher, has helped to mirror myself
Working with adults has greatly broadened my outlook.
I now have a greater respect for and appreciation of the contribution frotn others.
I feel that I now have a better understanding of human nature and the variations

among people, including why some people seem to try harder than others.

A person who taught photography to adults symbolically remarked: "Working
with adults has helped me to 'see' better."

IBeing
involved with teaching should encourage one to reflect on the

act and the meaning of teaching.

Many of the part-time teachers said that, as a result of working with adults, they
had re-examined their role as teacher, not just as one who imparts knowledge,
but also as one who facilitates the learning of others. Some even raised the
question: Does it make sense to compartmentalize teaching by age groups? One
teacher comments: "Teaching adults is no different than teaching anyone else."

In a 1978 (Draper) study, the deans of education in the province of Ontario
were asked: What is the purpose of your Faculty of Education? Most responded:
"The purpose of this Faculty is to produce teachers to work with children or
youth, in order to find employment primarily within the public school system."

2
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It is interesting that the response should link the preparation of teachers to
working with specific age groups (younger people) for the purposes of finding
employment with specific publicly-supported institutions.

One dean responded differently, "The purpose of this Faculty is to produce
effective and qualified teachers." He made no reference to any specific age group
or to a specific employer. In fact, within this particular Faculty of Education, the
teachers-in-training were allowed to do their training practicum with any age
group. Some teachers-in-training were working with adults in business, indus-
try, and in prisons.

Some of the teachers in this study expressed a greater understanding of the
learning process as a result of their part-time teaching:

I don't feel that I need to rush through the course that I teach. There is more to
my course than the content that I am attempting to teach.

Here we can make a distinction between the process and the product of teaching
and learning. For all learning, the outcome (product) is to acquire some mastery
and appreciation of the subject matter or skills being taught. The intended
outcome of training teachers, medical doctors, electricians, carpenters, or any
other profession or trade, is to produce a qualified person in that field. Frequently
this is linked to a particular method or 'process' of training. However, the journey
of learning is the process. Slowing down to absorb from this journey, to
experience it to its fullest, to value the input of experiences from others as well
as the individual and collective reflection and sharing of these experiences, are,
in themselves, worthy goals for learning.

1 The process should be enjoyed as well as the destined goal.

Generic goals in teaching/learning
Learning is not a one-time experience but occurs throughout our life span.
Undue attention is often given to mastering a specific subject matter or skill.
Much more occurs and is intended to occur in the teaching-learning process.
Many generic goals for teaching transcend the imparting of knowledge. Some of
these are: improving one's self-concept as a learner and developing the skills of
learning how to learn; increasing the independency or interdependency of
learners; increasing one's sensitivity and skills for facilitating the learning of
others. The quality of living and learning is enhanced through sensitive interac-
tion with others.

'Developing our competencies to assess our own learning, under-
standing our own learning style and internalizing the value of learn-
ing as a lifelong process are other examples of generic goals.
'Learning To Be' is the goal of all education. (Faure, 1972)

2`1,1
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Frameworks for Reflections
Reflection helps to make sense of experiences giving greater direction and
meaning to learning. Reflecting can focus on relationships with others, extend-
ing our meaning of achievement, helping to grasp meaning and significance, or
understanding the structure of a problem.

Some Factors That Facilitated or Inhibited Teacher's Work

Political/organizational factors
These areas of concern relate to planning and conceptualizing and includes
issues relating to certification and professionalism. These determine who will
teach, administer or counsel within educational programs. The bureaucratization
of adult education programs can be especially distracting and disturbing espe-
cially if the system's organization is in philosophical contradiction to that
practiced within the program or within the classroom.

For instance, if the intended classroom teaching environment is that of trust,
self-direction, learner-centred and informal, then the administrative structure
needs to reflect this. This in turn is influenced or governed by policy and
legislation at various levels which govern the way power is perceived and applied.
What is the degree of flexibility and tolerance within the larger system? This
cluster of concerns relates to the way in which decisions are made, the way in
which programs are administered and various issues relating to the legitimacy of
adult education programs within institutions.

Social/psychological factors
This category encompasses one's view of human nature and includes the
governing principles of teaching and learning, and especially focuses on the
affective aspects of learning. If individual adult learners do not have a positive,
growing self-concept of themselves, and for education and learning; a sense of
trust for themselves, their instructors, administrators, counsellors and for the
system, then effective learning is not likely to occur. A lack of positive feelings
affects the initial and sustaining motivation for learning and therefore can inhibit
intended learning.

Resources/management factors
This category of concerns includes the allocation and effective management of
resources of all kinds money, materials and human resources and encom-
passes the planning and implementation of programs including: the advertising
of programs; the recruitment and selection of participants/learners, instructors/
teachers, administrators and counsellors; the procurement and use of physical
facilities and materials; and the way in which the media and audiovisual materials
and equipment are used.
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IHaving resources alone does not automatically produce good edu-
cational programs, but the availability and effective management of
resources are crucial to good programs.

Evaluation/accountability concerns
Each participant in an educational program should be accountable for its
success. Each individual knows what constitutes 'success' and 'effectiveness'
since these are personal perceptions. Reflection on one's participation in a
program is usually based on initial goals and values which in turn will largely
influence the criteria or stated indicators for assessment. Accountability can be
both objective and subjective, and include the quantitative and qualitative
aspects of one's observations, feelings, and experiences. Evaluating educational
programs needs to be flexible enough to allow for the unintended outcomes of
learning as well as individual creativity and curiosity. A lack of flexibility, vision,
and clarity on educational goals can become inhibiting factors to learning.

It is obvious that there is much overlapping of the components of these four
categories. The degree and seriousness of specific inhibiting factors, few of which
would exist in isolation, will depend on the perceptions and character of the
personalities involved. Training, research, coordination, continuity, culture,
psychology and management transcend all of the categories. Expressions of
opinion and feelings from teachers are varied and complex. What is not said is
sometimes as important as what is said. It was to emphasize this that the four
categories have been presented, as a way of accounting, not only for what was
said, but also for what was not expressed by the teachers.

Advice with Empathy

I Reflection is the first step to giving advice; experience is the basis for
empathy.

You want my advice? Dare I give it? This section summarizes the advice that part-
time teachers offer to new teachers of adults. The reflections and resultant advice
were offered with the feelings of humility, excitement and encouragement. All of
the responses implied an enthusiasm for teaching adults, encouraging the
newcomer to "allow yourself to become involved".

Individual teachers have said: "Here is what I have learned. Here is what I
tried." Advice included comments about the adult student, what constitutes a
good teacher, communication, methods of teaching, and the underlying beliefs
that give meaning to working with adults.

As obvious as it seems, many of the teachers commented on the necessity of
knowing the subject matter thoroughly, being well organized, and to logically
sequence any presentation from simple to complex. Selecting and using hand-
outs in class makes it essential to know how and when these will be used in class.

2:33
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I"Plan good and interesting lessons, but at the same time, be realistic
and practical. Good planning allows for spontaneous interaction."
"Don't panic", "Be yourself", and "Take the attitude that you will
enjoy the experience."

The need to communicate
Comments along this line included advice about allowing time in class for
discussion and for the sharing of experiences, the importance of the teacher to
also share and interact, the importance of injecting fun and enjoyment into the
instruction to set a favourable climate for learning, enhancing communication.
Further examples included:

Share your teaching interests and don't apologize for being enthusiastic about
what you are doing.

Understand why adults drop out from your class. It's not necessarily because of
you. Don't feel that you need to take this personally.

Use class input when you are planning your class sessions.
At the beginning of each class session, have a weekly overview, possibly having

adult students taking turns to do this.
Take time to explain and make every effort to avoid misunderstandings.
Give clear and simple explanations and demonstrations.
Remember that listening is an essential part of communicating.
Do not patronize adult students or underestimate their intelligence.
Don't assume you know everything.
Be caring and take the questions asked in class seriously.

Learning styles
Each adult has a preferred style for learning and a teacher can usually assume that
styles will be varied within a given class. As a long-term investment in learning,
teachers might begin their course by discussing the various styles and the
assumptions people have about learning. (Kolb, 1976) Such discussions can help
to explain the different ways of perceiving the value of process, of group
interaction and the place and value of sharing experiences. Teachers and students
can benefit from knowing their own learning styles, especially if the generic goals
for teaching and learning values "learning how to learn".

Alternative approaches to teaching
Being familiar with alternative approaches to teaching and learning applies as
much to teachers as to students. One teacher made the point that:

Many of the adults came to my class expecting the same structure which they
remembered from their past experience. They wanted a strict, Socratic lesson
based on readings, homework assignments, and tests, even though that might not
have been the best process of learning for theni. It appeared that they had this
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stereotype of education and had convinced themselves that there was security in
doing things the old way.

Teachers and students all have stereotypes and expectations of education,
including stereotypes of the role of a teacher or a student. Each has expectations
of how these roles are performed and the relationship between them.

'Beginning where people are is acceptable, but striving toward
seeking alternative ways of involvement can become an exciting
experience for those committed to learning. Teachers quickly real-
ize that the richest resource in the class are the members present.

The challenge of this statement is how to make constructive use of these
resources, so that people will want to share what they know and will want to
participate and learn from others. What often distinguishes the experienced
from the inexperienced teacher is the ability to use appropriate methods for a
given situation. The experienced teacher, adult educator, is aware of alternative
methods. The purpose of what is being taught, the experience of the learner and
the time available, will all determine the method that is most appropriate. Part
of the excitement of teaching is to share the orchestration of learning.

Practicing the principles
Experienced teachers also spoke of "practicing what you are preaching." Teach-
ers should exemplify lifelong learning, being self-directing and sustaining a
curiosity for learning. Whether stated or not, the teacher is a model to others.
One teacher illustrated this point by commenting on the way in which she
handles questions:

In class, I am not ashamed to say that I do not know the answer to every question.
I want the students to see that I am human and I don't expect myself or others to
'know it all'. What is important is that we collectively know how to go about
finding the answer. This approach develops skills and attitudes that transcend the
specific course that I am teaching.

Appropriate evaluation
Many teachers said that following an honest approach not only increased their
own self-confidence, but also involved them more closely with the adult students
in the process of learning. There are many ways to sustain the dynamics of
teaching.

Re-examining the generic goals for learning is a continuous task: "What am
I really trying to achieve? Am I teaching more than a subject matter or a skill?"
If our philosophy of learning is learner-centred, then self-evaluation will be
valued and practiced. Teachers can assume with some certainty that adult
students have had some prior experience with the subject matter being taught.
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This point may not always be recognized by the teacher or by the adult student,
whether the content is chemistry, music, painting, accounting, psychology, or
whatever.

IEvaluation
is not always based exclusively on pre-stated objectives.

To do so would overlook the unanticipated learning that occurs.

Reference has already been made to emotions. There is a place for quantitative
evaluation in education but the qualitative components of learning, such as
feelings and attitudes, are equally, if not more, important. The purpose of
learning is to bring about change. This may not always be visible and certainly not
always measurable. One teacher said what many others have experienced.

One of the most exciting moments in my career, teaching adults, occurred just last
semester. I started teaching a subject that I had never taught before - Creative
Dramatics. I was teaching to a varied group. When we discovered together that
the study of creative drama could influence and enhance all areas of life and
human interaction, we all headed into the course with anticipation and excite-
ment. During the course of the semester, the students occasionally asked: "Do you
think this activity is appropriate?" And I was truthfully able to say: "If you can
make the connection, I will accept it", because I really felt that anything
waspossible. When evaluating this course in the middle and at the end of the
semester, students said they had gained more self-confidence than they ever
thought they could have and when I saw the shyest, most introverted student
presenting herself both verbally and physically the last night of class, I knew that
this had been one of the most successful courses I had taught.

Setting the climate for learning
A number of part-time teachers had comments and experiences to share about
setting the climate for learning. If the social, psychological, and physical climate
is not conducive to learning, then little if any learning will occur. The teacher's
excitement can be an important first step for setting and promoting a climate for
exchange. They also noted:

Try to have several social occasions so the students get to know each other. An
informal atmosphere helps them to relax and learn better.

Call on others to share their experiences in order to enrich the process and the
content and don't be afraid to share your own experiences.
Don't be afraid to dive in and get your feet wet. Once you get going and get some

time under your belt, you'll begin to enjoy yourself and so will your students, at
any age.

Be pleasant, show interest, and remember little things about your students from
lesson to lesson. This will help to make them relax and have more confidence in
you and in what they are about to learn.
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Give of yourself as a teacher and as a friend.
Proceed slowly at first. Give lots of encouragement. Many adults are intimidated

at first by this experience.
Make the students feel welcome, comfortable and relaxed and let them know

they have made a wise decision.
Remember how important it is to have a sense of humour.
Relax. Enjoy yourself These students are here because they want to be. Half the

teaching battle is already won.
As a mother, it was important for me to be home with my.family. A t the same

time, it was important for me to fulfill myself Teaching adults part-time provided
me with the opportunities to accomplish both.

I find that I am able to relate better and with greater quality with family and
friends, as a result, partially at least, from my working with adults. Some of the
principles of learning and teaching I find apply well to these relationships.

I find it important to take advice from other instructors. It is also important to
find out what kind of students are in your class and what are their expectations,
before you get too far into the course and find out, too late, that you are not
teaching them what they want to learn. There are many ways to learn what the
students expect from the class.

And then there are unexpected outcomes from the adult courses that I teach.
How are you to know what influence learning can have?

Comments from the students, such as: "I hope there's not too much work to do
in this course, since I have a family and a part-time job"; and "I hope you don't
expect us to be perfect; it's been quite a few years since I've been in school", reflect
some of the realities and insecurities that many adult students feel when they
enter a classroom.

Houle's Categories of Learners

I In any educational setting, it becomes clear that students and
teachers alike live a life beyond the classroom.

This fact influences why and what people learn. A number of teachers talked
about student motivation and why they felt students came to class. There is a
natural tendency for teachers to assume that students are present because they
are interested in the subject matter or the skills that are to be taught. A word of
caution might be struck here through a study that was conducted by Cyril Houle
(1961). He asked a number of adults enrolled in non-credit courses, what had
brought them to the course. From their responses, he ident;fied three categories
of learners:
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Learner-oriented
Adults in this category are excited because they are involved in a process of
learning. The content of the course is less important than the act of being
involved. Learning was exciting and fun for these persons and had an intrinsic
value.

Goal-oriented
Adults in this category had a specific goal they wanted to achieve. Completing a
course was part of achieving that goal. They were there to learn the content or the
skills that were advertised as the object of the course.

Activity-oriented
Initially at least, these adults were not necessarily in class
to learn what was being taught. Their responses included: "Because my friend is
taking the course, and I'd like to be with my friend. It is our night out"; or
"Because this evening was the only night I could find a babysitter"; or "Because
my husband and I decided that this evening should be my night out". For some
teachers such responses may be personally deflating. "I'm excited about my
subject matter. Why aren't they?" or "If they aren't interested in what the class
is supposed to teach, then why are they here"?

Same factors that inhibit learning
The part-time teachers expressed an awareness of the many factors that inhibit
learning. Turning up in class is in itself, a great achievement for many adults. To
do so, they have had to overcome financial barriers; negative feelings about
themselves; past experiences that have created feelings of inadequacy or feelings
of failure; discouragement from spouse or from friends; barriers from one's job,
such as working night shift; or apprehensions about entering a school and a
classroom after so manyyears. The list can be greatly extended. Teachers ofadults
are encouraged to reflect on other factors that make it difficult for adults to attend
and remain in the courses. The question of participation also relates to broader
social issues. The challenge of the teacher is to give people reasons to stay.

I importantnotto think of non-participants as non-learners. "Non-
learner" is a contradiction to being human.

About communicating crossculturally
As a result of their teaching, many part-time teachers became more aware of
cultural differences: "1 have a better understanding of ethnic and cultural
differences"; "1 have more understand ing of non-English -speaki ng immigrants";
"I am better able to understand foreign accents"; and "1 have more sensitivity in
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teaching immigrants". The influence of culture on learning is not to be under-
estimated. Values and traditions provide much of the meaning of what is learned
as well as the expectations that individuals and groups have of the roles of teacher
and student. Working with persons from other cultures can help to re-emphasize
one's own culture which is so often taken for granted. It is frequently through the
acknowledgement of differences that a person learns to value one's own heritage
and customs.

'Overall, these teachers have a great deal of faith and confidence in
the adult students that they are working with. They are able to offer
advice humbly, because they live and understand the empathythey
have for others. As learners, teachers themselves are in transition.

Teachers have much to share with each other. Because of this, every effort needs
to be made to encourage teachers to interact. For instance, through professional
development activities and other means, teachers of children, who are also
teaching adults part-time, might be encouraged to share and discuss their
experiences. Do administrators and coordinators encourage this to happen? Do
they attempt to decrease the institutional marginality of part-time teachers?

The Congruence Between Belief and Practice

IThe words we use to describe what we do also express what we
believe.

Similarly, the principles which teachers expound are to be lived and practiced. If
the principles are really believed, then their application is not limited to the
classroom. The teaching-learning transaction and the principles that guide the
transaction are well documented and are not discussed in this section.(Brundage
and MacKeracher,198o). It is well known that learning is a consequence of
experience, that learning is a process of self-discovery, that the process of learning
is emotional, as well as intellectual, and that many factors influence learning.
Each of these are values to be internalized. Effective educators learn these
principles through experience and they are often intuitively practiced. Further
understanding comes from being familiar with the vast literature in adult
education. It is important to understand not only what one does but why. There
needs to be a congruence between what teachers believe and what they practice.

Distinguishing pedagogy and andragogy
To illustrate congruence between belief and practice, let's look at the meanings
of pedagogy and andragogy.(Ingalls,1973; Knowles,197o; Nottingham
Group,1986). Traditionally, pedagogy has referred to the art of teaching children
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and andragogy to that of teaching adults. The two terms haJe been compared,
using a number of variables, for instance:

the concept of the learner within the pedagogical framework is that of a
dependent learner, whereas in the andragogical framework, the learner is in-
creasingly self-directed and independent;

pedagogically, motivation is based on external rewards as compared with
internal incentives and curiosity within andragogy;

the climate for learning is characterized, for pedagogy, by one of formal
authority, competitiveness and judgment, as compared with an informal climate
in andragogy, which is mutually respectful, consensual, collaborative, and
supportive.
planningis primarily done by the pedagogue as compared with andragogy where

participation in decision-making prevails;
in pedagogy, the diagnosis of needs is done primarily by the teacher as compared

with mutual assessment in andragogy;
learning activities are either transmittal techniques and assigned readings as

compared with inquiry projects, independent study and experimental techniques
within andragogy;

in pedagogy, evaluation is primarily external to the student and done by the
authority teacher, as compared with self-assessment which characterizes the
andragogical approach.

IThe differences between the terms "andragogy" and "pedagogy",
described above, are tra ditionally described a ccording to age groups.
However, the differences between the two have nothing to do with
age, but rather represent different philosophical orientations or
approaches to teaching and learning.

Both approaches can be appropriate to working with any age group, even though
andragogy is a term that is often used synonymously with adult self-directed
learning and the humanist tradition.

If the adult learner has experienced only the pedagogical orientation to
teaching and learning, then this experience must be acknowledged and that is
where the educational program begins. The adult educator needs to gently lead
the student from what is known and experienced tcward the humanist orienta-
tion which values the responsibility, independency and judgment of the learner.
It seems entirely appropriate for a teacher to begin with structure and direction,
while at the same time, being open to discussing and explaining another
orientation to be valued.
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Andragogical and pedagogicalorientationsreallydescribetheways
i in which people relate to each other.

The andragogical learner-centred orientation is primarily a humanistic one
(Elias and Merriam,198o), which applies to persons of any age. The question then
is not whether one is teaching children or adults, but what philosophical stance
is being taken in a teaching-learning situation? This relates as well to the
assumptions made about human nature and the ability of people to learn. One
set of assumptions is that people need to be threatened and coerced into learning.
A more humanistic orientation assumes that people are willing and able to take
responsibility for their own learning, if only given the freedom and support to do
so. How much thought have teachers given to this?

IRegardless of what content or skills are being taught, a discussion
on learning and teaching can greatly enhance the outcome of
personal growth.

Teaching adults needs to be more than an act of doing. What is practiced needs
to be conceptually and philosophically understood as well.

The relationship between the values held and the methods used may be
different than risking something new and perhaps more appropriate. It is like the
difference between talking and doing. If the classroom becomes an atmosphere
of sharing and participation, then the risk is shared by teacher and student.
"Together, let us try something new". Another way to perceive the relationship
between student and teacher is in terms of the dynamics of power. Does the
teacher continue to use the lecture method, perhaps inappropriately, because of
a lack of awareness of other methods, or because lecturing is a way of retaining
control, and therefore, power? Teachers seldom speak in these terms. Should
they? Do those who call themselves 'master teacher' understand the complexity
of teaching? Do they and others clearly understand the philosophy and the
essence of learning and education? The challenge is to be consistent between the
beliefs and the practices of teaching.

The Craft of Teaching Adults
Practitioners we are, but what is our craft? If 'craft' refers to the skills required in
planning, implementing and evaluating educational programs, then the
'craftsperson' is expected to perform these skills with ease and competence.

IThe 'craftsperson teacher' is one who is aware of the uniqueness of
what is being practiced, and has the ability to view content, as a
prism, from different angles and with different illumination.

Such a person can see the personal and social processes which bring about
modification and change. The craft of teaching adults is based on particular
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assumptions about people. With both pride and satisfaction, those who have
acquired the craft of teaching adults have developed the skills of working with
adults, but at the same time have the knowledge and understanding of the
literature in adult education, so that they are able to understand the 'why' of one's
practice. The 'how' and the 'why' are the equations of the craft.

Time, experience and reflection are variables in practicing a craft

3 Our awareness of what has been experienced and therefore what
1 has been learned will depend on the depth of our reflection.

Reflection is essential to the craft of teaching and the recognition of quality is the
basis for the ethics of what one does. Skills follow from attitudes which in turn
affects behaviour and practices.

Teachers are not just enthusiastic guides. Helping to design learning experi-
ences for others and for ourselves requires a knowledge about how adults learn.
Part of that knowledge is to understand the relationship between the methodol-
ogy of teaching and learning effectiveness. Learning and teaching then are highly
individualized. The craftsperson teacher is one who has a commitment to social
justice, helping others to achieve degrees of self-determination. The core con-
cepts of the craft of teaching will include those of tolerance, honesty, shared
responsibility, critical thinking, discovery, adaptability, enthusiasm and the
confidence to take risks.

I Teachers are responsible for their own learning but are also respon-
sible for the image of the teaching profession.

Teachers of adults or adult educators?
An interesting distinction can be made between 'teachers of adults' and 'adult
educistors'. The latter might be referred to as those who have integrated skills of
teaching with a knowledge of the vast body of knowledge which makes up the
'discipline' of adult education. These educators identify with the field of adult
education and are committed to its development. Almost all who took part in the
study of part-time teachers were unaware of the literature in adult education and
were unfamiliar with the professional adult education associations. These edu-
cators of adults, although 'successful doers', were not fully aware of the reasons
or the theory which explains the 'why' of what they are doing. The craftsperson
is one who makes use of more than just knowledge.

A recent policy guideline, For Adults Only (Ministry of Colleges and Univer-
sities,1986), perceives lifelong learning as permeating all levels of education, from
primary to post-secondary. A society that expounds on the values of lifelong
learning also acknowl .dges the barriers that prevent people from fully participat-
ing in a lifelong process of learning. As more people become involved in part-
time education, more part-time teachers will be required. The part-time teacher
has an important role to perform in achieving individual and societal goals.



258 The Craft of Teaching Adults

There has been a fairly recent shift from a focus on education to a focus on
learning. Learning is lifelong, it is natural to daily living, and it may occur anytime
and in any place. Education is more sporadic and is intentional or planned
learning. Learning is the larger and more encompassing process. The ideal goals
of education are to "liberalize" individuals, refining the quality of living.

As educators and as those possessing a refined craft, we must no only look to
the future, but also help to shape the future as well.

I We underestimate the value of teaching if we limit its description to
the classroom.

Learning is a much larger process of growth and development that is both fluid
in its presence and tangible in its influence and outcome. The teacher of adults
is an important part of a larger process of individual and social change.

I Advice with empathy is offered by teachers as learners themselves,
for they know the worth of what they do.
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The Vast Network
of Adult Education

James A. Draper

One way for practitioners to identify with and understand the field and practice
of adult education is to familiarize themselves with and become members of the
networks and associations in adult education.

At the end of this section is a listing of the names and addresses of selected
international associations in Adult education. The founding dates are also given,
emphasizing the history and increasing commitment to this specialized field.
The establishment of an adult education department within UNESCO (United
Nations Educational, Scientific and Cultural Organization) contributed greatly
to international sharing and cooperation in adult education and especially in
examining and dealing with Third World issues, such as illiteracy. Since its first
internationald world conference on adult education, held in 1949 in Denmark,
UNESCO has organized similar conferences in 1960 in Montreal, 1972 in Tokyo,
and 1985 in Paris. Out of the latter came "The Right to Learn" Declaration which
highlighted the role of learning and education in dealing with basic world
problems and viewed learning as a human right.

Non-government organizations (NG0s) are among the greatest providers of
non-formal adult education programs based on local needs in most parts of the
world. The expansion of such local agencies has paralleled the development of
national as well as international NGOs as well. Notably among the international
is the International Council for Adult Education which was formed in 1973 by I.
Roby Kidd. Its membership includes national and regional adult education
associations. The ICAE has organized four world assemblies of adult education:
in Dar es Salaam in 1976, Paris in 1982, Buenos Aires in 1985, and Bangkok in 1990.
These and other events organized by the Council and promoted through its
international journal Convergence, have added a new dimension to cross-na-
tional collaboration, to acknowledging current issues, to extending the availabil-
ity of resources for education and to acting as a catalyst for social action.

The political, social, economic, cultural, and historical context influences
what, where and why people learn. It was these luences and the resultant
learning that occurred that focused the attention of both the practice and study
of adult education. International conferences and other events focused attention
on adult education as did the support of UNESCO and other international
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agenck s such as the International Labour Organization (ILO), the Food and
Agricultural Organization (FAO), The World Health Organization (WHO),
UNICEF, the Council of Europe and the Organization for Economic Co-
operation and Development. One can also mention the International Coopera-
tive Alliance. It became evident to these and many other agencies that to
accomplish their tasks, learning had to occur. To varying degrees, all became
advocates of adult education.

The various regional offices of UNESCO including the Institute of Education
in Hamburg and the International Institute for Educational Planning in Paris
have further helped to decentralize and yet focus the work of this international
organization. These organizations have published materials and organized con-
ferences on a wide variety of topics, including distance learning, non-formal
adult education and literacy, as well as producing research materials and a
glossary of terms in several languages.

Soon after the UNESCO World Conference on Adult Education in 1960, in
Montreal, a group of adult educators from m countries met at Syracuse Univer-
sity (U.S.A.) and organized the International Congress of University Adult
Education. The Congress has sponsored several international meetings of uni-
versity adult educators, promoting the study of comparative adult education and
publishing a journal and occasional papers.

At present, there are upwards of 90 national adult education associations and
six regional adult education associations in the world, all member organizations
of the International Council for Adult Education. The regional associations are
the Arab Literacy and Adult Education Organization; the Asian and South Pacific
Bureau of Adult Education; the Caribbean Regional Council for Adult Educa-
tion; the European Bureau of Adult Education; the Regional Centre for Adult
Education and Functional Literacy in Latin America; the African Association for
Literacy and Adult Education; and the North American "regional" member of
the ICAE is at the stage of advanced discussions. Most of these associations
produce journals and other materials and while their primary purpose is to
facilitate interaction and support for their members, they also serve as rich
resources for international and comparative studies and exchanges.

In some ways, adult education has been recognized internationally for its
expressions of social conscience. Adult education can also be seen as a social
movement, concerned with the social issues confronting humankind, such as
class inequality, environmental concerns, peace, racism and sexism. The desire
for social justice is a dynamic force, encouraging all those involved in adult
education to work with the poor, the oppressed and politically powerless in
bringing about social, political, economic and cultural changes, as well as
promoting cross-cultural communication and understanding.

The most recent international adult education association is the Common-
wealth Association for the Education and Training of Adults, (CAETA) founded
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at a conference in India in March, 1987. The Association is especially interested
in strengthening the linkage with practitioners. It is divided into five regions,
encompassing all of the member countries of the Commonwealth. Canada is in
The Americas region, with the Caribbean. Since most of these countries are new
and Third World nations, most of the issues which it deals with arise from the
concerns of these countries.

The above overview illustrates the philosophy and extent of commitment of
adult education internationally. International studies in adult education are
dependent on a multitude of structures that support it, notably the ICAE, others
NGOs, UNESCO, national and international associations and universities.
Collectively they provide the energy and the resources for international and
comparative studies in adult education.

The traditions and events which have helped to support the development of
adult education have been attributed to professional associations of adult
educators, as well as to the host of other agencies which are involved in some way,
in stimulating and guiding the learning of adults. The field of adult education,
frequently through national and international conferences and special events has
made a contribution to the diffusion of concepts and thereby the changing of
practices in adult education. Creating a learning society, the transforming
knowledge, dealing with health and environmental issues, the meaning and
influence of culture, the relevance oflifelong education, and the democratization
of research and knowledge have now become international values. A predomi-
nantly humanistic philosophy, centring on the development and growth of
people, has become closely identified with the field of adult education.
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Selected International Adult Education Organizations

CAETA: Commonwealth Association for the Education
and Training of Adults (1987)
do Department of Adult Education,
University of Zimbabwe
P.O. Box MP 167
Mount Pleasant
Harare, Zimbabwe

ICAE: International Council for Adult Education (1973)
720 Bathurst Street
Toronto, Ontario, Canada, m5s 2R4

ICUAE: International Congress of University Adult Education, (1961)
do Department of Extension and Summer Session
The University of New Brunswick
P.O. Box 4400
Fredericton, New Brunswick Canada, E313 5A3

Note: The author wishes to thank Budd Hall and Alan Thomas, faculty members at
OISE, for their suggestions in up-dating this section.
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Introduction to the

Selected Canadian
Bibliography

This bibliography is intended to be more than the listing of selected Canadian
writings on adult education. It portrays as well the rich historical heritage of this
ever-expanding field of practice and study. Throughout the ages adults have
always been learners but may not have been recognized as such. Intended and
organized learning (which we call 'education') has always been an important part
of such history, especially today when the opportunities for education have never
been greater. As the demand for adult education increases, adults find themselves
in interchangeable roles of both student and teacher.

Understanding our historical roots helps to reveal our own cultural stance
and biases, and the richness of our own identity. The history of the profession of
adult education is closely linked to international events and issues. Understand-
ing our heritage helps us to understand the roots of present-day institutions,
values and practices. A historical perspective sensitizes us to the present, and the
various forces and factors which influenced, why, where and what people
learned. Economic, political and social events such as wars, agrarian reforms,
industrialization, and the Depression of the 1930s would be historical examples
of these forces. The application of new technologies, re-entering the workforce,
learning a second language, and continuing professional training are present day
examples of such forces.

Canada has had a long history of innovation in adult education. Present day
institutions such as the Banff School of Fine Arts, the co-operative movement,
university extension programs, and the Worker's Education Association grew
out of the efforts of adult educators.

The outcomes of learning have seldom been singular. Learning has tran-
scended the home, the workplace and the community. Adult Educational
programs have helped to build regional and national identity, citizenship and
leadership. A wide array of institutions have been involved, in order to meet the
special needs of individuals and groups. Finally, there has been the tradition of
the voluntary associations and the recognition of the value of the volunteer
worker. Adult education has become synonymous with identifying and over-
coming new frontiers of challenge.

From this bibliography one can sense the way in which adult education has
attempted to deal with societal issues such as illiteracy, unemployment, socio-
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economic development, environmental concerns and workplace learning. At all
times, the learning that occurred went beyond mere content or skills, because at
the same time, people were also learning attitudes, values and behaviours about
learning itself which in turn influenced their concepts as learner, worker, parent
or friend.

The field of adult education has been instrumental in integrating these life-
long learnings into a philosophical premise of learning and education as human
rights.

Some of the writings that follow are based on personal reflection, and some
on systematic research. Some tell the personal story of a struggle, others depict
beliefs such as "learning a living" or "learning for life". Coady's book Masters of
Their Own Destiny, expresses a profound faith that learning brings empower-
ment, increasing the control that people have and feel over their lives. Each

publication in its own way has a message for the teacher, planner and adminis-
trator in adult education.

The bibliography is listed alphabetically, and you will notice many overlap-
ping themes. The criteria for selecting the publications was that the material had
to be written by a Canadian and/or published in Canada. The focus has been on
books and major reports rather than journal articles or chapters in books. One
source of literature in the field of adult education not to be overlooked, however,
is the masters and doctoral theses that have been completed at Canadian
universities. A listing of these represents some of the most current research and
is given in reports by Dobson and by Draper. It is acknowledged that many more
publications could have been included and the editors apologize for any serious
omission.

James A. Draper

Compiled by James A. Draper and Thelma Barer-Stein with the assistance of Retta
Alemayehu, Lynn Kirkwood and Professor Diana Ironside. joylaxmi Saikia assisted
in the updating of the bibliography. Kathleen Sparacino typed and helped to
organize new sections in the bibliography. Their time and effort is gratefully
acknowledged.
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